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ABSTRACT 
This thesis examines factors, which influence responses on “paper and pencil” 
evaluations, commonly used with training programmes. A series of ten studies 
investigated evaluations of a wide range of courses, some taught by the researcher. It 
was emphasised, evaluations should take into account the educational variables of 
type of training, type of student and course content. 
 
Open ended evaluations were found to be influenced by a desire to react in a socially 
desirable manner. This interpretation was supported by student’s responses on a 
questionnaire. The value of open ended evaluations as a probing mechanism was 
emphasised. Activity measure evaluations were found to relate more closely to the 
effort involved in the task than the to merits of a particular aspect of a course. Likert 
style structured rating scales were subject to a ‘halo effect’. Students also tended to 
answer using the favourable end of scales regardless of their real feelings. 
 
Combining two evaluation techniques was found to have a dramatic effect on 
response rate on open ended evaluations and thus validity. In addition response 
patterns produced conflicting findings between open ended and Likert style scales.. 
 
It is suggested the way people complete evaluation forms is partly a reflection of the 
impact of a range of influences, not formerly linked by research methods texts to 
evaluation form. It was stressed the educational aims of any evaluation should be 
established before methods of evaluation are decided. 
 
Key words: activity measures, evaluation, halo, Likert, social influence, student, 
training, open-ended. 
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CHAPTER ONE 
APPROACHES TO EVALUATION  
Introduction: 
There are many well researched social factors which influence how people behave. 
Very few of these have been related to the manner in which students evaluate 
courses. This thesis examines, by means of ten studies, a range of social influences 
and other factors which influence three ‘pencil and paper’ style evaluation 
techniques typically used with training programmes. These approaches consisted of 
open ended style evaluations, activity measures and structured Likert style scales. 
The reason for the selection of these evaluation methods will be outlined later in this 
chapter. In addition the interaction between social influences, these evaluation 
methods and the major educational variables of type of teaching, type of student and 
type of course are examined. The social and other influences, which can affect the 
manner in which these types of `paper and pencil` style evaluations are completed 
can, in turn, impact on interpretations made from evaluations using these techniques. 
It is intended to examine the characteristics of these types of evaluations, which are 
in common use rather than try to select or design the best evaluation method. The 
aim is to add to our knowledge of the limitations of evaluation questionnaires. This 
is regarded as important by many research methods and evaluation texts. 
 
In the literature on research methodology there are a number of social factors, which 
have been described as influencing behaviour. Many of these have not been applied 
to course evaluations. For example, the tendency to give socially desirable responses 
has been noted as a major problem when interviewing someone. Bryman (2001, p 
112), Coleman and Briggs (2002, p 143) and Memon and Bull (2000 p221) note that 
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interviewees attempt to find socially desirable ways to respond to questions to 
improve their image. John and Robins (1994) note, the idea of individuals seeking to 
show themselves in a ‘good light’ is well documented and point out how this makes 
it important questions are carefully worded.  
 
Looking more closely at their texts both Bryman (2001, p 112), and Sommer and 
Sommer (1997, p 119), explain in their methodology texts, how, when subjected to 
an interview people will respond in a socially desirable manner. They will make 
statements which they think comply with the norms of their group, or even the 
expectations of the interviewer. They stress that interview questions should be 
carefully designed to reduce the likelihood of this happening. If the same authors 
background explanation of open ended questionnaires are examined (Bryman 2001, 
p 143 and Sommer and Sommer, p 128-130), no mention is made of the possibility 
of responses to open ended questionnaires being influenced by social desirability. 
Many other texts on research methodology,  for example Fowler (2002), Hayes 
(2000) and Shaughnessey et al (2000), also fail to mention this. Erickson and Kaplan 
(2000) go even further the other way and mention the virtues of open ended survey 
questions which they say ‘often elicit more honest responses’. Jackson and Trochim 
(2002) suggest open ended questionnaires can ‘provide a rich description of 
respondents reality’. Nowhere in either of these last two studies do they mention the 
respondents may be responding in a socially desirable manner. Indeed Strack et al 
(1990) argue that by making response forms anonymous the likelihood of social 
desirable responses occurring is greatly reduced. 
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Another type of measure commonly used to evaluate training courses, which will be 
examined in this thesis are activity measures. Schwarz et al (1985) explain the 
typical method is to list response alternatives taken from a total list of activities. The 
assumption here is whatever activity the participant does after the course will 
indicate how well a particular aspect of the training was carried out by the course 
presenter. This assumption will be questioned in this thesis. 
 
There are many types of influences which are to be investigated in the present thesis 
in relation to Likert scales, but which are neglected in many training evaluation texts 
(for example, Holcomb 1998, Rae 2002, and Salas et al 2003). They are also 
neglected in the research methodology texts which included sections on paper and 
pencil questionnaires (for example Fowler 2002, Hayes 2000 and Shaughnessey et al 
2000). These emphasise the importance of technical factors when designing 
evaluation questionnaires such as ‘response set’, the number of questions, the 
wording of questions and relevance of the number of scales used. These types of  
general problems associated with the use of questionnaires are of course widely 
documented. The texts do not, according to Husbands (1998), in a review of the 
evaluation research literature attempt to identify the nature of ‘bias’ in students 
evaluations of teaching and teachers. Some of the characteristics of structured 
questionnaires, which use Likert style scales for responses, will be examined in 
studies in this thesis.  
 
In addition to examining the research methodology texts which outline the merits 
and limitations of various styles of evaluation scale a search was made of 
computerised databases. As can be seen in table 1.1 these displayed a relative lack of 
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interest in ‘social influences’ on the process of evaluating. There were relatively few 
‘hits’ or references to publications linked to this topic. Even with INGENTA which 
recorded the highest number of references to the keywords there were relatively few 
‘hits’ which related to social influences. 
Table 1.1 
Showing number of ‘hits’ for keywords as shown on three electronic search engines 
Keywords International 
bibliography of 
the social 
sciences  
 
1999-2003 
PsycINFO 
Web site 
accessing 
psychological 
publications 
2000- 2004 
INGENTA 
Web site accessing 
28,737 academic and 
professional 
publications. 
1998-2004 
Evaluation social 
influence 
0 0 232 
Evaluation 
experimental 
effects 
0 0 1,291 
Module 
evaluations 
0 0 36 
Course 
evaluations 
0 23 366 
Training 
evaluation 
1 52 2,676 
Teaching 
evaluation 
2 21 1,457 
Evaluation 
methods 
16 94 19,659 
Evaluation 
techniques 
96 48 6,265 
 
The majority of these studies, which were relevant to evaluating training courses, 
were concerned with assessing the value of particular courses or training 
programmes. Very little attention was given to the processes of evaluation. Many of 
those which do address these issues will be examined in this study along with a 
number of other studies found through a manual search of relevant bibliographies. It 
is the aim of this thesis to do something which has been neglected by other 
researchers, and that is to link the well known and accepted concept of social 
influence to the way in which people complete pencil and paper course evaluations. 
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These also influences the way in which they are interpreted for, as Canelos (1985) 
stresses, this is crucial if results are to be meaningful. 
 
The need for evaluations: 
The importance of course evaluation has been noted by a number of researchers.  
Warr, Bird and Rackham (1971), for instance, advocate evaluation as an integral part 
of training because:- 
a) it can justify the existence of the trainers and their department  
b) it can increase future effectiveness as resultant modifications from in built 
evaluation greatly enhances the value of individual courses. 
 
These aims will be considered in more detail when some of the educational 
implications of these studies will be discussed in chapter thirteen of this thesis. 
According to Schmidt et al (1982) failure to evaluate in the past has led to 
considerable misdirection of finance. They do, however point out that evaluation 
may not always be appropriate,  particularly when single event courses are involved, 
and the additional cost of evaluation is taken into account. Trainers have only 
recently become generally concerned to evaluate. Centra (1978) in a survey of 756 
American higher education institutions found less than one fifth evaluation their 
courses. In more recent years, the emphasis on evaluation has increased dramatically. 
In a recent review of studies conducting between 1980 – 1997, MacIntyre and Carr 
(2000) found of the thirty studies recorded of child abuse courses, twenty six, 
included some sort of evaluation. In Universities in the UK the move of the Higher 
Education Funding Councils towards the development of standardised national 
‘student satisfaction surveys’ and institutional guidelines for collecting feedback 
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from every student has raised the emphasis on course evaluations. Evaluation 
questionnaires, according to MacIntyre and Carr (2000), are one way of responding 
to the external pressures on institutions to demonstrate ‘managerial efficiency and 
efficacy, quality and accountability in their teaching’.  
 
Evaluation techniques to be used in the study: 
The questionnaire approach to evaluation has been influenced by the Course 
Experience Questionnaire (CEQ) devised by Ramsden (1991) which was designed as 
a performance indicator of teaching effectiveness at the level of whole degree 
courses. This has been widely used and adapted to form the basis of many 
questionnaires commonly used including those in this thesis. The questionnaires to 
be investigated here consisted of open ended questionnaires where trigger words 
encourage the respondents to make their own spontaneous comments, activity 
measures and Likert style scales. The evaluation techniques were included as they 
were in regular use by course organisers. It was decided to concentrate on “pencil 
and paper” techniques of evaluation, which could be used on large numbers of 
students, by trainers who were not expert in interviewing and other ‘in depth’ 
techniques. Marsh and Roche (1993), and Seldin (1993) observed the use of pencil 
and paper instruments to evaluate instruction of university teachers was common. 
Further Canelos (1985) indicated they were the most common method used in the 
immediate end of semester evaluation measuring student attitudes towards the 
course, the teacher and overall instructional effectiveness. Siddons (1997) suggested 
formal, written testing at the end of a course to be the best way to measure its 
success.  This allows the trainers to identify weak areas of delivery, assess the 
learning curves, reinforce knowledge and assist future course planning. These 
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educational implications will be considered more fully in the thirteenth and final 
chapter of this thesis. 
 
Pencil and paper evaluations are also commonly used by Local Education 
Authorities, and many other training organisations, and therefore variables which can 
be identified as having an influence on the evaluations, are of practical importance. It 
was similarly decided to use methods which were actually being used by course 
administrators wherever possible, rather than devise ones especially for this project. 
The formats to be examined in this thesis are justified by the work of a number of 
researchers. Levinson-Rose and Menges (1981) in their review of sixty eight 
evaluation studies They assessed the validity of the five major types of measures 
used. They came to the conclusion nearly all the measures required teachers to 
change what they do. They ranked the measures in terms of how effective they were 
in achieving this, and found the least effective were teachers attitude from self report 
and teacher knowledge from tests or observers. In the middle of the ranking was 
teacher skill from observer reports. The most effective were student attitudes from 
self report, and learning from test or observer reports.  
 
Rae (1997 p 113-125) put forward and commented on a number of approaches to 
evaluation as being applicable for training skills programmes. These include  
structured scales and open ended forms. Other methods Rae outlines which are not to 
be included in this study are group review and end of course interviews, which can 
only be used when time is not a severe constraint, the overall numbers involved are 
relatively small, the material involved is not particularly sensitive, and acquisition of 
knowledge is the prime aim. One has to be careful when reading Rae for his work is 
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presented in an authoritative manner although he bases much of the material on two 
things. First, his wide reading, and second his experience as a training consultant. 
Both those sources of material form a good basis but they do have their weaknesses. 
Rae tends to develop ideas in his books on the basis of readers feedback  (Rae 1997 
p. ix). The problem with using Rae as a resource base is his approach does not 
encourage his readers to question what he says.  He comes up with an insight and if it 
seems to work he will adopt it without question. As his style is so authoritative 
readers are likely to suggest modifications rather than reject it, and so a line of 
thought will be perpetuated without ever really being questioned. In the planning of 
the evaluations to be used in the present study Rae’s work does, however, provided a 
very useful guideline, for some of the practical things which should be done.  
 
Sheehan and DuPrey (1999), follow the same theme as Rae, for with reference to 
undergraduate module evaluations, they outlined three main types - closed ended 
items, open ended questions or comments to which the students respond in their own 
way, and a combination of the two. These studies provided some justification for the 
use of the measures selected to be examined in this present study being based on 
various types of student feedback.  
 
Models of Evaluation:  
The literature into evaluating reflects the recent history of formal training generally 
and particularly in Britain. According to Dent (1980) it was not until 1960 that a 
three year  teacher course was introduced. Before then, pupil teachers and a small 
number of religious colleges, provided the majority of teachers. Sheldrake and 
Vickerstaff (1987) point out that until 1960 most commercial training was company 
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based. State intervention only significantly occurred in 1986 with the proposal for 
National Council for Vocational Qualifications (NCVQ). It is not a surprise early 
models of evaluation were created largely from experience of training programmes 
where commercial skills have been acquired. The business sector had a greater 
concern than the educational sector with value for money with training. This is 
changing slightly. More recently research has been based on evaluations of academic 
undergraduate courses at colleges and universities. The essential feature to note 
about  these approaches is that the focus of the research is on the outcomes rather 
than the processes of evaluation. These lines of research have however provided a 
framework within which the effect of social influences on the process of evaluating 
can be examined for purposes of this thesis. 
 
The early models of evaluation, such as that of Kirkpatrick (1976) suggesting levels 
of evaluation, were devised mainly for business environments and were based on 
extensive personal experience. According to Kirkpatrick level one is effectiveness as 
perceived by the trainer. Level two measured evaluation of learning. Level three is 
observed performance, and level four  is business impact. The first two can be related 
to education but level four does not even relate to the modern business environment. 
This needs to be looked at in terms of a broad concept of return on investment and 
organisation impact if it is to be meaningful. This was not envisaged when the model 
was first introduced. This approach was developed by Hoyt and Howard (1978) who 
modified it by concentrating on the types of data used. Their  paper was a report of 
several evaluation studies conducted in two American universities. Their model of 
evaluation emerged as a result of their investigations, rather than being something 
they devised and then tested. It was based on their experience, and research over five 
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years (Hoyt 1973). Their work is particularly useful as the courses were held in an 
academic, rather than a business environment.  
 
Further models were devised such as that put forward by Smith and Beno (1993). 
Their model was based on Kirkpatrick (1976) except that the four levels are 
described slightly differently. It placed a greater emphasis on the data collected than 
did Kirkpatrick. This overlaps slightly with the model of  Hoyt and Howard (1978). 
A most significant factor is the reference to the timing of evaluations which would 
seem to be derived from earlier work by Warr and his colleagues. Warr, Bird and 
Rackham (1971, p.18-19) offer a model of evaluation based in terms of  immediate, 
intermediate and ultimate outcomes. Evaluations to be included in the present thesis 
represent each of these time scales. These can be measured, in part, through 
evaluation of changes in knowledge, skills and attitudes, which will be examined in 
chapter five of this thesis. Warr`s observations have a different basis from those of 
Rae, which were discussed earlier. Peter Warr is an academic researcher. His 
conclusions are based on his own and colleagues research studies, rather than on 
personal insights which formed the basis of Rae’s work. His many academic articles 
display high levels of critical thinking together with objective research evidence to 
support his views. The problem relating Warr’s work to the present thesis is that he 
applied his work rather more to the organisational than the educational context.  
 
A further model linked in many ways with these previous ones is Stufflebeam`s 
(1971) `context input process model` of evaluation. An original aspect is, however, 
that it raises the question of the effectiveness of different training  techniques, a 
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theme to be taken up in chapter six of this thesis. Stufflebeam (1971) suggested that 
this needs to be examined in time for changes to be made to the training techniques 
used in the course. The use of evaluations in this manner in the educational process 
will be discussed in the final chapter of this thesis. Stufflebeam`s (1971) model is 
based on an extensive research programme, conducted over a number of years, 
however its appropriateness is limited.  It was originally devised for use with 
younger American school children. Keeping this limitation in mind, many aspects of 
the model are useful in discussing evaluations in the present study. 
 
What is becoming clear from these models is the existence of a considerable overlap, 
however, they are not exactly the same. For example, Hoyt and Howard are more 
concerned with the data. Smith and Beno (1993) are more concerned with the issue 
of time scale of the evaluations. In the present study both these factors are taken into 
account, when selecting the evaluations. Although there are many models of 
evaluation, there are a number of  factors which seem to be the focus of a number of 
them. 
 
The relationship between the various models of evaluation does raise a question as to 
how useful they really are. At first glance there are two ways of looking at this. One 
is, there are a large number of different ways of evaluating. The second is, because 
there is so much overlap between the models there must be some factors which are 
generally agreed to be most important. Neither of these interpretations are justified. 
What seems to have happened is the different models appear to have developed from 
each other. The models of Kirkpatrick and Stufflebeam seem to have been developed 
by Hoyt and Howard. Many of the factors they think need evaluating are similar. 
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Smith and Beno appear to have based ideas on the models of Kirkpatrick, Warr and 
Hoyt and Howard. What seems to have been happening is each of the theorists has 
been following, in varying degrees, similar lines of thought. It would not therefore, 
be right to believe that because a number of models point in similar directions, it 
strengthens the case. It has probably not been a result of independent lines of 
thought, or research. This does also mean that if one of them has made a mistake, 
they are all likely to have done so. A further weakness, which these models have in 
common, is most work on the outdated assumption trainers `are the foundation of all 
knowledge`. They are designed to show the impact of the trainer. They do not take 
into account a current awareness much of the benefit of a training course can be 
gained from interaction with other course members.  
 
What these models do contribute to this theses is to raise awareness of a number of 
factors which those evaluating need to take into account and which need 
incorporating into this study. Certainly it is clear there are many types of measures 
which need examining, including attitudes and behaviour. Not all behaviours are the 
same for some are far more significant or crucial than others. In addition there is a  
need to take into account the timing of evaluations. Some things need assessing 
immediately whilst others require a time interval to allow behaviour to show signs of 
change. 
 
There are factors the models do not take into account at all which are well 
documented in the social sciences. They have not been applied in any formal way to 
evaluation methodology involving pencil and paper responses. It is intended in this 
thesis to consider a number of these which can be identified from the literature and 
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which the present researcher feels, from personal professional experience, may have 
links with the way evaluation forms are completed. This thesis is also partly 
developmental, for the findings of the early studies have raised a number of 
additional questions and issues which are developed and followed up in later studies. 
 
The studies are grouped in the following section into the three approaches to 
evaluation used most commonly by educators and trainers namely, open ended, 
activity measures and Likert style structured scale responses. These three methods of 
evaluation are often used independently but there are occasions when all three are 
used together. Diamond (1972) in an evaluation of a course used the three together. 
The Diamond study inspired the present researcher to look at the effect of combining 
evaluation formats which will be looked at in chapter three, seven and again in 
chapter thirteen. 
 
OPEN ENDED EVALUATIONS 
Open ended questionnaires typically consist of single sheets with boxes containing 
stimulus ‘trigger’ words, such as those illustrated here. Both these examples are used 
in the study reported in chapter two of this theses. 
HINDERED 
HELPED 
 
THE WORST THING 
THE BEST THING 
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The assumption seems to be, that when someone writes down their feelings they are 
less likely to attempt to create an impression than when they speak directly to an 
interviewer. This assumption is supported by Leslie Rae (1992, p 104) when he 
suggests the learners are in control of the evaluation comments they make when the 
open ended format is used. Strauss and Corbin (1990), argue open ended evaluations 
provide an opportunity for people to respond freely and express things about the 
course which concern them. The idea  they are responding freely implies they are not 
influenced by their own desire to comply or to conform, or to be seen in a certain 
light.  
 
In the study reported in chapter two data was collected from participants evaluations 
of two courses. In the first and very much larger of the two, open ended evaluations 
were collected from 379 head teachers and deputy head teachers, immediately after 
they, in groups of twenty four, had attended a three day Child Abuse Training 
Initiative (CATI) course. A total of 22 presenters and 12 venues were used in the 
study. The course was run twenty times so findings were unlikely to be a result of 
the fact students liked the presenter or class members they were with.  
 
The second course provided the opportunity to incorporate experimental controls not 
possible in the first. Evaluations were collected from 231 post graduates. In groups 
of nine, they  attended a three half day teaching skills course. 2 presenters and 7 
venues were used in the study. The course was run twenty five times. It was a 
broader sample than that included in the child abuse study as they were from many 
different academic disciplines and nearly a quarter of them had English as a second 
language. Details of the content and teaching methods employed on both these 
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courses are provided in the appendix linked to chapter two. In addition to the open 
ended response forms the participants on this second course were given a structured 
Likert type scale evaluation.  
 
Sommer and Sommer’s text  (1997, p. 132) mentions the advantage of combinations 
of format, specifically the mixing of open ended and structured formats in the same 
questionnaires. In the present researchers experience, open ended sections of course 
evaluations are typically placed at the end of questionnaires and are rarely 
completed. The methodology texts fail to explain fully what is the impact of mixing 
a structured and an open ended style of evaluation questionnaire. Rae is one of the 
few to note this and reports, based on his experience of end of evaluation open ended 
sections,  – “ comments included in this type of space are either rarely made or have 
little value” (Rae 1992, p. 111). This is the subject of the study reported in chapter 
three of this thesis, which is based on data collected from university undergraduate 
evaluations of their courses 
 
ACTIVITY MEASURE EVALUATIONS 
Another type of measure commonly used to evaluate training courses is examined, in 
the studies reported in chapters four and five. These are activity measures. They are 
usually designed to list what was taught and to ask the participants what they have 
actually done since the course was completed. The format of the measure to be 
examined in this thesis is based on one commonly used by sponsors in commercial 
training. The assumption made is, whatever activity the participants does after the 
course will be a favourable reflection on a particular aspect of the training. Although 
structured evaluation questionnaires are generally seen as being objective (for 
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example Kobrynowicz and Biernat 1997) this can be an oversimplification with 
regard to the way in which evaluation responses are interpreted. The evaluation of 
undergraduate courses on the basis of student test results, recommended by Maynard 
et al (2002), follows a very similar principle. Organisational research studies have 
shown that behaviours are closely related to the effort required to complete them, but 
the concept has not been applied to evaluations. The original motivational model of 
Vroom (1964) has been developed by Siegrist (1996) to form a model of effort-
reward imbalance which suggests what we do is determined primarily, by working 
out whether we get enough reward for the effort we have to put in. This concept can 
be applied to evaluation of the activities people take part in when they have been on 
training courses. It is argued later in this thesis this may explain why participants do 
certain things and not others.  
 
An example of this can be seen with the two behaviours below, taken from the Local 
Education Authority (LEA) evaluation form to be studied in this thesis. The 
assumption made by the LEA is that if the course participant says yes to one activity 
and not the other, this indicates the section of the course related to that activity was 
the most effective. There is an alternative explanation based on Siegrist’s model that 
one is easier than, or preferred to the other. 
(4) Please tick the boxes for any of the listed activities, planned or undertaken in your 
 school since attending the Child Abuse training initiative (CATI). courses. 
Distributing documents to staff                                                                   
Planning a full day training session to focus on XXX                                
 
The idea that people will do what it is easiest is examined in the study reported in 
chapter four of this thesis, which is based on data collected from an evaluation of the 
CATI courses after a three month interval.  
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Developing the theme of chapter four, the study reported in chapter five involved the 
distribution of an evaluation questionnaire to participants on the CATI course three 
years after completion. Hoyt and Howard (1978) and Warr, Bird and Rackham (1971 
p.18-19) indicate many activities used as measures of course effectiveness take time 
to implement. Many behaviours instigated after a training course take time to set up 
and organise and so short term evaluations of courses cannot take this into account. 
In this study activity measures of this type are used. An example of these is: 
Please tick the boxes which indicate any of the following which have taken place in your 
school during the last year/three years: 
 
 1 yr 3 yrs 
A revision of the school’s guidelines on dealing 
with suspected cases 
  
Borrowing the child abuse/protection resources held 
by LEA professional centre in the North and City 
  
Attendance by any member of staff at a course 
concerning child abuse/protection out of school, but 
during school hours 
  
With the child abuse training course (CATI) the long term goals incorporate not only 
behaviour changes but also attitude changes. There are differences of opinion as to 
whether there are links between attitudes or feelings and behaviour (eg Ajzen and 
Fishbein 1980, and Festinger 1957) but this is not central to this study. What does 
matter is how attitude change can be monitored. For this purpose in this study the 
whole issue of yardsticks commonly used to demonstrate change of attitude and or 
behaviour is to be examined. An observation made in this study concerns the relative 
importance given to different activity measures. This is followed up in a 
questionnaire study reported in chapter nine of this thesis. 
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LIKERT STYLE STRUCTURED EVALUATIONS 
The studies reported in chapter six examine the use of Likert style evaluations. In 
this instance, the requirement of the model of evaluation outlined in chapter one by 
Smith and Beno (1993), was taken into account. They specifically mention the type 
of teaching and learning techniques should be measured for their relative 
effectiveness. This will be one of the three major educational variables to be taken 
into account in this thesis. The child abuse training initiative course (CATI) was 
evaluated by means of a questionnaire distributed three years after the course had 
taken place. This looked at the impact of different methods of teaching. This 
provided the opportunity to investigate a potential social influence namely the ‘halo 
effect’ which has not been applied to evaluations by the basic texts on evaluating. 
This study is followed up by a further one reported in chapter seven which includes 
material from very different courses attended by a very different sample, namely 
university lecturers, and which again investigates evidence of the ‘halo effect’ with 
very different evaluation measures. Eagly et al (1991) and Jackson et al (1995) are 
among many researchers who have looked at the ‘halo effect’ effect in terms of 
person perception. Because we like someone, or see them as being competent, we 
respond to them differently than if we were to regard them as being less competent. 
The fact that we respond to them differentially means that their behaviour, and also 
our view of different aspects of their behaviour may change. If these characteristics 
are applied to evaluations they would seem to have implications. Research into the 
‘halo effect’ in relation to evaluation has been at a very superficial level. Mi-Young 
and Jyotika, (2003), for example, looked at different aspects of a companies image, 
and found evidence views of one aspect related to views of other aspects. This study 
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does show the ‘halo effect’ noticed in person perception does apply to other aspects 
of our lives and therefore suggests it is legitimate to apply it to evaluating. When 
referring to course evaluations writers such as Shaughnessy and Shaughnessy (1994, 
p 143), are typical, for they write as though there is no link between what people say 
they feel in a course evaluation about, for example a course presenter, and how they 
feel about the content of the course. They talk of using standardised teaching 
evaluation instruments to reflect on ‘meaningful aspects of teaching, such as course 
organisation, planning and communication’ etc. They discuss this as though each 
aspect of the course is assessed independently in the evaluation tools. No mention is 
made of a possible impact of a ‘halo effect’. The assumption seems to be that 
because the questions referring to each aspect are listed separately on the forms, so 
are the judgements made. The following two statements are taken from a typical 
module evaluation form used with undergraduates.  
 
5. The library has the books and resources I 
need for this module 
9. The lecturer was well prepared 
 
The statements appear totally unrelated. It is intended to see, in studies reported in 
this thesis, whether there is any link between how students respond to different 
aspects when completing the evaluation form? 
 
The study reported in chapter eight demonstrated how well received the courses 
generally were. The responses on the Likert scales were generally very favourable. It 
is argued agreeing in a favourable manner with statements in evaluations is a feature 
not highlighted in the literature, which can well produce a very misleading 
interpretation of course evaluations. Research texts have drawn attention to some 
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peculiarities in the manner in which people complete Likert style scales. A number 
of these are well documented. For example Hayes (2000) has emphasised the need to 
avoid ‘response set’ when forms are completed. People simply complete the scales 
by ticking, for example, the right column. Wells and Marwell (1976 p 83) argue that 
having a neutral point in a response scale provides a ‘golden mean’ or the 
opportunity for an evasive response style. Bem (1974) argues the terms of scales 
should all be equally socially desirable if a bias is not to occur. Many other factors 
are not mentioned which the researcher feels should be taken into account in 
evaluation forms in common use. In the study reported in chapter eight a survey of 
undergraduate courses and an OFSTED (Office of Standards in Education) survey is 
completed to demonstrate the profile of responses on Likert scales. In addition a 
specially constructed study to demonstrate how people answer at the positive end of 
scales regardless of what they actually think is carried out. 
 
EDUCATIONAL VARIABLES 
Perhaps the main contribution the literature on college student studies makes to this 
thesis is to highlight a number of variables which need taking into account when the 
studies are conducted. In a recent review of evaluation in the universities Karen Chan 
(2001)  found nearly all measured the impact of teachers, but not student centred, or 
active learning approaches. The literature into research using students is typified by 
that of Maynard et al (2002) who looked at how well psychology students 
remembered course material. From this they deduced some presentations were better 
than others. 
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College student studies tend to concentrate on a range of variables, which have an 
influence on the way in which undergraduates complete evaluations. The main 
direction of this research is perhaps best represented in a review by Morgan and 
Ogden (1981) who categorised the findings into three areas: 
1. Type of teaching: including teacher variables: matching attitudes of instructor 
and student reputation, and links between student grades and ratings. 
2. Type of student including characteristics: such as gender, age, motivation etc. 
3. Type of course: including class variables such as course content, size of class, 
required or elective nature of the course. 
 
The first educational variable concerns aspects of type of teaching. The link 
between grades students obtain and ratings in evaluations (Greenwald and Gillmore 
1997) is an important one with regard to the present thesis. Cohen (1981) in a 
review of the literature, found there were a number of interesting correlations 
including a positive one between, student rating of instructors’ skills and students 
grades when they were known before the evaluation was conducted. 
Educationalists tend, to be interested in evaluation, as measured by how well 
students do on tests. As has already been mentioned in commercial training these 
types of tests are often referred to as ‘activity measures’. They record what actions 
the students have completed as a result of taking the course. Indeed some argue 
(Wachtel 1998) there is little point in using any other sort of evaluation as ratings 
derived from these merely correlate with the grades obtained by the pupils. The 
relationship between grades and other characteristics, such as ability to interact,  
were not so high. On a similar theme, Aleamoni and Hexner (1980) noted a very 
slight improvement in ratings when the students were told the purpose of the 
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ratings was to set the salary etc. of the instructor, as compared with a group who 
only believed it was for purposes of feedback. This is one of the reasons for the 
selection of the two training courses used in the study reported in chapter two of 
this thesis. In both cases there were no grades allocated for performance. 
 
The second educational variable concerns different types of students. Much 
emphasis has been directed towards the importance of student gender, which is the 
aspect to be considered in the study reported in chapter ten. Previous studies which 
will be outlined in chapter ten have produced ambiguous results, indicating the 
interaction between sex of instructor and sex of student is a complex one. This is 
looked at in this thesis by analysing evaluation data collected from a second series 
of postgraduate teachings skills courses. 
 
The third major educational variable concerns the type of course to be evaluated. 
This has been highlighted by Pohlmann (1975) who reported lower evaluations for 
required than for elective courses. In addition Bassin (1974) suggested many 
departmental differences were based on variations in the academic discipline. The 
effects on evaluations of the type of course are the subject of the study reported in 
chapter eleven. 
 
The factors which are to be examined in this thesis are taken from a number of 
aspects of the research just outlined and are illustrated in table 1.2. The table shows 
the interrelated nature of some of the factors and provides a ready overview of the 
layout of the thesis. 
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Table 1.2 
Showing the interaction of factors included in the chapters (numbered in the boxes) 
in this thesis related to the various aspects of evaluations. 
 Open 
ended 
scales 
Activity 
scales 
Likert 
scales 
Type of 
teaching 
Type of 
student.
gender 
Type of 
course 
Desirability 
 
 
2, 3,9  3  10 11 
Effort 
 
 
 4 & 5     
Comparison 
Yardsticks 
 
 
5 & 
11 
5 9, 11  2 11 
Halo  
effect 
 
7  6, 
7,11 
6   
Importance 
of items 
 
9  7, 8 & 
9 
   
Favourable 
reactions 
 
  8   11 
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CHAPTER TWO 
OPEN ENDED EVALUATIONS: A STUDY TO INVESTIGATE 
RESPONDING IN A SOCIALLY DESIRABLE MANNER 
 
Introduction: 
The study reported in this chapter aims to examine whether social desirability 
influences responses on open ended evaluations, of training courses. To do this, open 
ended evaluations already in widespread use by a Local Education Authority, and by 
a department at Loughborough University, were examined. These are two examples 
of many organisations which uses these methods.  
The evaluation forms used statements like: 
 
“You have had two days on this course and now before you leave, I would like you 
to fill in these evaluation forms giving your first impressions of things which you 
feel have hindered, or helped, during this time”. 
another statement used is: 
 
“what was the best/worst thing about the course’? 
 
These ‘triggers’ can lead to any number of reactions from “I didn’t like the coffee” 
to “the content in the first hour was well delivered”. It is hard to know the 
significance of these sort of responses. It is suggested here reactions are not totally 
random, but are to some extent predictable and the responses expressed are 
influenced by a desire to make comments which are seen by those who make them as 
socially acceptable.  
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We respond in what we believe to be a socially desirable manner when we try to 
present ourselves in a ‘good light’.  This behaviour is well documented in situations 
such as job interviews (Sommer and Sommer 1997 p 119), but has not been related 
to written, and anonymous evaluation responses. It has been assumed that people 
respond freely and are not trying to create a favourable impression when completing 
these (Straus and Corbin, 1990;  Rae 1992 p 104;  Sommer and Sommer 1997 p 128-
130). This notion is supported by previous researchers such as Diamond (1972). He 
suggested in an evaluation of an undergraduate course with students in Hawaii, 
reacting in a socially desirable manner only really occurs when the person 
completing the form can be identified. The assumption is that we do not do this when 
our behaviour cannot be identified as belonging to us. In this case we will behave 
freely, in an uninhibited manner. In other related areas of research, behaviour which 
is intended to impress others has been shown to occur even when they are not 
present. For example with conformity, even though Bond and Smith (1996) showed a 
reduction in conforming behaviours, when other people were not present, they did  
find some evidence of conformity. With questionnaires, however, the assumption 
seems to be summarised by Sudman and Bradburn (1983) that individuals will be 
honest if the responses are anonymous and confidential. They suggest considerations 
of social desirability and self preservation can, by these means, be eliminated. The 
view that what we do in private is free and open does not take into account the 
possibility we may do something, which helps us feel comfortable within ourselves.  
 
It is often forgotten that when we try to create an impression this concerns both our 
positive and our negative reactions to situations. With evaluations we say both good, 
and bad things about our experiences. There is evidence in the literature, taken from 
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a variety of very different areas of research, which suggests we react differently to 
achieve socially desirable reactions, when we respond in a positive or a negative 
manner. It is this which is of concern in this study. Parrot Sabini and Silver (1988) 
show very clearly how this happens in a personal relationship. In this study the 
remarks were not anonymous. They had someone reject another person’s request to 
‘go out with them’. When the subject simply said ‘no’ they felt extremely 
uncomfortable and embarrassed. When they gave an excuse such as ‘I’d love to go 
out with you but I am involved with someone else’ they were far less embarrassed. 
This response did not actually reject the other person. They did not feel comfortable 
saying something unpleasant to someone else. This study is extremely significant in 
terms of the present research. It demonstrates how when someone is rejecting 
another, they do so  in a manner with which they feel comfortable. They don’t reject 
the person directly, they find an excuse which allows them to reject, but lays the 
blame elsewhere. Our dealings with other people are subject to our own 
embarrassment, and to a desire to been seen in what we consider to be an acceptable 
light. There is evidence from Monson, Tanke and Lund (1980) that people do not 
like to be negative about others, even if it is not face to face. This is particularly 
pertinent with regard to this present study where evaluation forms are completed 
anonymously. In Monson’s study participants were asked to allocate a list of socially 
desirable or socially undesirable character traits to another person. Many failed to 
allocate the undesirable traits. This again shows a reluctance to make negative 
comments about another person. In this case the individual could do it without 
anyone knowing they had done so, but the socially desirable response was still 
evident. The closer we are to someone in place and/or time, the less willing we are to 
do something to them, which would upset them, or make them, or ourselves, 
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uncomfortable in the relationship. This is spectacularly illustrated in the classic 
studies by Milgram (1974), who found the closer physically the subjects were to the 
victim, the less willing they were to give them an electric shock. Baron and Byrne 
(2000 p. 364) argue, in many situations if we feel uncomfortable or ill at ease we 
tend to try to conform or fit in with others. In a sensitive situation individuals will try 
to react in a manner which does not upset other people. Further support for these 
findings comes from the work of Ybarra (1999) who indicated people like to feel 
good about themselves. They, therefore, react in a manner which, they hope will be 
seen by others, as being socially desirable. They are particularly reluctant to be 
negative about other people. These findings can be applied to the manner in which 
evaluation forms are completed and would suggest, with evaluations, one could 
expect a similar reaction. Those who fill in the forms may be reluctant to be negative 
against people involved in the courses such as the presenters, or things associated 
with them. Factors linked to people and their feelings, or the participants own 
feelings, are, for convenience,  referred to in this thesis as ‘human related factors’. 
 
Not all `How to do it books` on evaluating, such as that written by  Rae (1997) draw 
attention to the environment, in which courses are held. From the researchers own 
experience as a principal trainer, the responsibility for the domestic side of courses, 
such as the provision of coffee, room comfort, and general administrative 
arrangements, are assumed to be the concern of those who operate the venue.  Over 
many years it has been become clear to the researcher that course participants react 
to these sort of factors. This observation has been supported by researchers such as 
Andersen et al (1999 pp 359-374), who stress the need to provide a supportive and 
comfortable environments for training sessions.  
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A study by Wall (1973), which was one of a series of experiments, provides some 
support for the view that participants who were found to have high levels of social 
desirability were more likely to respond negatively about factors which Herzberg 
(1966) had previously described as ‘hygiene factors’. These included environmental 
items such as the venue, the facilities and other related administrative factors. Wall 
says when we react negatively we try to do so in a manner which is socially 
acceptable. This is extremely pertinent as far as the evaluation of courses is 
concerned. Wall goes on to say that we tend to respond positively about other 
people, and feelings such as being fulfilled etc, referred to here as ‘human related 
factors’ A serious consideration when evaluating anything is the impression the 
individual completing the evaluation feels they are giving. It has been suggested that 
participants in the present study, may, when they evaluate the courses respond in a 
socially desirable manner.  
 
Three things emerge from this literature: First people react in a socially desirable 
manner, even when others are not present to see it. Second people will be reluctant to 
behave in a negative manner towards others (human related factors). Third they will, 
where possible, express their negative feelings towards ‘hygiene’ factors. 
 
Two hypotheses are therefore to be tested: 
Hypothesis 1:.Elements of the courses such as the presenter, anything to do with the 
presenter and other people, the ‘human related factors’, on the course will be more 
likely to receive favourable than unfavourable comments.  
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Hypothesis 2: Elements of the courses such as the room, catering facilities, visual 
aids, library resources, the ‘hygiene factors’ will be more likely to receive 
unfavourable comments than favourable ones. 
 
METHOD 
Two training courses were used in this study. One was a Child Abuse Training 
Initiative (CATI) course with class sizes of about 25. This was repeated 17 times and 
consisted of a two day session, and a subsequent one day session, held after an 
interval of a few weeks, both of which were evaluated.  
 
The second training course was a three half day Teaching Skills course with class 
sizes of between 8 to 10. This was repeated 25 times and each half day was held on 
consecutive weeks. This was evaluated at the end of the third session.  
 
Full details of the design and content of both courses are outlined in the appendix 
linked to this chapter. 
 
The participants 
The CATI participants were 377 senior teachers who were all “named co-ordinators” 
as detailed in Circular 4/88 (1988) They were usually the  head teacher in  primary 
schools, and a deputy head or senior teacher from secondary or comprehensive 
schools.   
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The teaching skills course participants were  231 post graduates. It was a broader 
sample than that included in the child abuse study, as they were from many different 
academic disciplines, and nearly a quarter of them had English as a second language.   
 
Ethical considerations: 
All evaluations used in this study were an integral part of the training courses. 
Summaries of the main findings of the evaluations themselves were passed on to the 
course sponsors in the normal course of events. Course participants were made 
aware of this requirement by those sponsoring bodies. The data was further analysed 
by the researcher who provided secure storage for the actual forms. Participants were 
not offered any incentives, financial or otherwise to complete evaluation forms at the 
end of the courses. Completion of the forms was voluntary and there was no means 
of identifying which participant completed any particular form. They were asked to 
complete the forms and the purpose of these was fully explained. Participants were 
informed of their right to withdraw by not handing in their forms after they had 
completed them. Participants were not deceived about the aims of the research, the 
content of the questionnaires or commitment involved. At all stages they were free to 
ask questions, and non of the participants were members of what could be considered 
a vulnerable group. They were provided with a postal address from which they could 
obtain feedback and further de briefing should it be so required. This research 
adhered to ethical principals for conducting research on human participants as 
outlined by the Local Education Authority involved and the British Psychological 
Society (2000). Similar considerations were employed for all studies reported in this 
thesis and where additional factors needed to be taken into account these will be 
referred to as appropriate. 
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Variables shown by the literature to influence evaluations: 
College student studies can generally be criticised for failing to control a number of 
variables. In the present study, the courses were selected partly because it was 
possible to take many of the following variables into account: 
 
1. Grades obtained: 
Greenwald and Gillmore (1997) are typical in their findings that students who 
obtain a high grade tend to regard a course more favourably than a student who 
obtains a low grade. It was thought this could have a particular effect on negative 
evaluations which are an important aspect of this study. No grades were awarded 
for either course programme. No other means of rating the participants was used 
and so this possible variable was eliminated from the present study. Any participant 
who was considered unsuitable to practice the skills involved in the course were 
discreetly asked to leave the course and did not complete an evaluation form. This 
only occurred with two participants. 
 
2. Class size: 
Variations in class size have been shown to have an impact on evaluations of 
courses, although the direction of impact is not clear. A student’s experience with a 
small group can be very different to being one of 150. Scott (1977) for instance 
found smaller classes tended to be more favourably evaluated than larger ones. 
Hillery and Yuk (1974), however, found the reverse to be the case. Class size does 
not tend to be controlled in undergraduate studies where the number of students 
may vary considerably within one study. Sheehan and DuPrey (1999), for example,  
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included 161 courses and state  ‘the average class size was 23’. As with many 
evaluation studies they failed to give detail of class sizes involved. The whole 
phenomena of ‘social loafing’ is well documented (eg  Myers 2000 p 324).  It is 
noted that when working in groups individuals will put less effort into what they do 
with increasing group sizes. This is, partly because they feel a lack of individual 
responsibility as the burden of the task is shared. The issue in relation to the present 
study is not what the effect of class size is, but that there is an effect, and so class 
size is clearly a variable which needs to be controlled.  In the present study one 
training programme is conducted with group sizes of 23-25 the other 8-10. It is not 
intended to compare the class sizes in any way merely to have the size for each 
programme kept constant. It would distort findings if some students, because of the 
size of the class, were less favourable towards their class mates (a human related 
factor) than others.  
 
3. Changing content of courses: 
A weaknesses of studies which include college students is, according to 
Bassin (1974), rarely is the same course run more than once without the 
content changing. It may be that the lecturer changes the material, or the 
course is taught by someone else. Rarely in studies is the time scale long 
enough to allow more than one or at most two intakes of students to attend. 
Bassin (1974) also reported instructors of quantitative courses can expect to 
get lower ratings than those of non-quantitative courses, and many 
departmental differences were based on variations in the academic discipline. 
This can have an effect on evaluations because data from one evaluation of 
one intake from a course can be a result of very different circumstances to 
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that from another intake from the ‘same’ course. Both the courses in this 
study were designed at the outset by the current researcher, and the content, 
under the supervision of the current researcher, as far as was practicable was 
kept the same each time they were repeated, over a two year period.  
 
4. Required or elective courses: 
Another variable which has been highlighted by Pohlmann (1975) concerns 
whether the course is a required one or an elective. Pohlmann and many other 
researchers have consistently found that students evaluations of electives tend to be 
far more favourable than those of required courses. This variable was taken into 
account in the present study as both courses were required ones. This issue will be 
examined in the study reported in chapter eleven. 
 
5. Volunteer participants: 
A factor which is  generally recognised as being important in any research study, is 
whether the participants are volunteers. In the present study there are two aspects 
which are of concern. One is the voluntary nature of attending the courses, the 
other is the filling in of the evaluation forms. Rosenthal (1965) highlights the 
differences in personal characteristics between volunteers and non volunteers. 
Riecken (1962) actually mentions the aim of the volunteer is to ‘put his best foot 
forward’. In another study, which is fairly representative,  Marlowe and Crowne 
(1961) found volunteers were more likely to feel a need for social approval than 
non volunteers. This is extremely significant for the present researcher as social 
desirability is central to this first study reported in this thesis. One of the main aims 
of this study is to examine how people express their dislikes of a course. If some 
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chose to attend course sessions and other do not then those who dislike it may well 
cease to attend and so the evaluations at the end may only be completed by those 
who like it because they are the ones who attended. 
 
Both courses used in this present study were chosen as they took into account this 
possible intervening influence. The Local Education Authority specified that every 
school should have a senior teacher act as a child abuse co-ordinator. That  teacher 
should be trained, and at that time should attend a Child Abuse Training Initiative 
(CATI) prescribed course. This was designed and administered by the present 
researcher and forms part of the data source for this study. For the post graduate 
teaching skills course, the University imposed the rule that any postgraduate, or 
research assistant who was required, or wished to tutor undergraduate students 
should complete the teaching skills course. This was designed and administered by 
the present researcher.  Participants on both courses were therefore not volunteers 
but had to attend if they were to complete their respective roles. For each course 
completion of the evaluation forms at the end of the course was compulsory. 
Participants were asked to complete them before they left the room. Completion 
was a confidential process and all forms were deposited in a ‘ballot box’ and so 
individuals knew their individual contribution could not be identified, but the 
expectation, clearly indicated, was they would be completed before leaving. Ninety 
five per cent of students returned forms and less than one per cent. were returned 
blank. 
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6. Needs identification: 
In some undergraduate courses the content may have little relevance to the students. 
Both training programmes were subjected a ‘needs identification’ to determine the 
content. This does mean that to some extent the relevance of both courses to the 
participants is established. The procedure for planning the courses followed that 
advocated by most training management texts such those of Boydell and Leary 
(1996), Hackett (1997), Hardingham (1996, 1998) and Siddons (1997).  Although 
the terms used to describe each stage of the programme may vary from one author to 
another, the structure remains similar. Stage one is needs identification, stage two is 
the programme and stage three is evaluation or measurement of success. The 
outcome of the first two stages of this process is detailed in the appendix linked to 
this chapter. 
 
Each course included a variety of content involving practical skills in addition to 
acquiring knowledge. Both the CATI course and the Post Graduate teaching skills 
course included a wide variety of materials and a variety of learning outcomes (see 
the appendix linked to this chapter. 
 
Open ended evaluation employed on both courses: 
For the child abuse course the trigger words were ‘hindered’ and ‘helped’. Every 
participant was given a sheet divided into three sections each headed by trigger 
words.  The actual form was a single side of a A4 sheet. This method was in common 
use for many courses administered by this and other LEAs.  
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Hindered 
 
 
 
Helped 
 
 
 
Other comments 
 
The trigger words used for the teaching skills course were those typically used on the 
department standardised form namely ‘The best thing about the course’, or ‘the worst 
thing about the course’. They were asked to write any evaluative comments they felt 
appropriate in each section. To ensure consistence between the various trainers a 
specific script was used when the evaluation forms were given out. Participants were 
told: 
 
“You have had two days on this course and now before you leave I would like you to 
fill in this evaluation form giving your first impressions of things which you feel 
have hindered or helped during this time”. 
For the teaching skills course the evaluations were given out at the end of the third 
session in a similar manner. The resultant data  was analysed and tested 
quantitatively. 
 
In addition to the open ended response forms the participants on the postgraduate 
teaching skills course were given a structured ‘Likert’ type scale evaluation. This 
form was also in common use by the training department concerned. The basis of the 
categorisation of factors will be discussed in the next section of this chapter. Likert 
style responses on a scale were included in the present study as a control for the open 
ended responses. Any response on the open ended form may well be influenced by 
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social desirability. One way of demonstrating this has occurred is if  the ‘Likert’ 
response to a similar negative statement is more or less extreme. Kobrynowicz and 
Biernat (1997), in a study comparing open ended and ‘Likert’ style response forms, 
have shown open ended response forms allow for a greater degree of expression than 
structured ‘Likert’ style response forms.  
 
There were two stages involved in the analysis of the data. The first involved 
allocating each individual statement, on every open ended evaluation form to a 
category. Each category was specified as being a human related or hygiene factor on 
the basis to be outlined in the next section. The second stage was to allocate scores 
for each statement so the material could be analysed statistically. 
 
Stage one: 
Allocation of human related and hygiene factors: 
 
The categorisation scheme for the open ended evaluation was done thematically, 
initially using a hypothetico-deductive approach (Hayes 2000 p 179). and then an 
inductive approach was adopted. The thematic analysis was based partly on the 
initial literature review which looked at human related factors and hygiene factors. 
The various factors were identified from a number of sources, some of which have 
already been mentioned in the previous discussion. Parrot Sabini and Silver (1988), 
for example, stressed the importance of positive reactions to persons and the use of 
other areas to express negative views. Morgan, Carder and Neal (1997) stressed the 
importance of groups and how we turn to them for support. Further factors were 
derived from Herzberg (1966) who referred to feelings of achievement and 
satisfaction which people express when they are feeling positive about their work. 
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Hovland et al’s (1953) model of persuasion and attitude change helped identify a 
number of human related factors. This model was considered appropriate as one of 
the aims of the two training programmes was to change attitudes and behaviour. This 
model used general learning principles to identify critical factors necessary, before 
attitude change could occur. Hovland described three factors which had to be 
addressed. They consisted of three interrelated elements, the presenter, the message 
and the recipient, which could be involved before a satisfactory response, in the form 
of an attitude change, could be expected. This model provides part of the stimulus for 
the design of the evaluation scheme.  Hovland’s three elements were central to the 
thematic categorisation included in the open ended questionnaire. Hovland’s model, 
was seen to be helpful as it was based on more than intuition. There would seem to 
be two major origins. First, a historic line of research based on the work of Smith, 
Lasswell and Casey (1946), who promoted the communication model based on the 
formula `who says, what to whom, with what effect` (Hovland et al 1953 p12). 
Second, Hovland`s work on opinion changes is based on a substantial number of 
academic research studies which he categorised. Hovland`s model is particularly 
attractive as it includes many aspects of human related factors relevant to the training 
situation.  
 
Both Herzberg (1966) and Wall (1973) highlighted the use of hygiene factors when 
wanting to express displeasure. In the present study their principles were applied to 
include physical aspects of the environment such as room temperature, comfort of 
chairs, refreshments, administrative factors such as joining instructions, and many 
other non personal things such as visual aids and library resources. 
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The procedure to establish categories of evaluation responses: 
In order to conduct the thematic analysis all the statements made in the open ended 
evaluations were typed on separate sheets of paper. These were then thematically 
analysed allocating statements to the categories indicated by the researchers just 
mentioned, namely human related and hygiene factors. Examples of some of these 
can be seen in table 2.1. The classification was, however, not entirely theory led for 
the statements were also reviewed inductively (Hayes 2000 p 176) to see whether 
any other type of classification emerged. The remaining statements were read 
through a number of times by the present researcher until common themes emerged. 
From this inductive thematic analysis it became clear that other elements, namely 
self confidence and attitudinal statements were present in the open ended 
evaluations.  
 
A total of thirty one statements from ten of the participants were then were given to 
five teachers, not included in the sample of the study. They were then instructed as to 
the specifications for each category. Individually, and independently, each then 
allocated the thirty one statements to the categories, to be outlined shortly, to check 
for reliability. This meant that, including the researcher, each statement was placed 
six times in a category making a total of 186 allocations. None of the thirty one 
statements was misplaced by more than one person. There were a total of twenty five 
allocations where one person (not all from the same person) did not coincide with the 
other five. Hence out of the 186 allocations 161 were unanimously placed in the 
same categories and 25 were misplaced. This is an 87% matching rate for allocating 
statements to the categories.  
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There follows a description of the categories of replies which participants made for 
the evaluations. Reference is made to whether they are human related factors or 
hygiene factors on the basis of the literature just discussed. 
 
Human related factors: 
Presenters  may be referred to as 'lecturers’, ‘tutors’, ‘trainers', 'providers' , ‘visitors’, 
‘social services representatives’ or 'facilitators'. 
This category can be subdivided:- 
a) the quality of presentation, and their knowledge and  
          understanding of the subject. 
b) the atmosphere created by the trainers, for the participants. 
c) the quality of group management shown by the trainers. 
d) integration of components, 
e) level of delivery 
Groupwork: This category covers any reference to discussions, or working of any 
sort between course participants, whether in groups or pairs, as part of the course or 
informally. 
 
Feelings about the course: 
Participants may refer to their feelings about  activities in which they took part, 
specific titles of modules within the training or the content of any section of a 
module.  They may refer to the course in general, overall terms. Whether the course 
met its aims, whether they enjoyed it etc. According to Furedi (2003) these sort of 
comments tend to be somewhat superficial, and cannot always be related to the 
course presenters, or structure, as they are expressed from internal feelings of the 
 45
participant. This category is not of central interest in this chapter but will be 
examined in more detail in chapter six. 
 
Additional human related categories produced by the inductive thematic 
analysis: 
Confidence (human related factor) 
Any comment which includes the word confidence or refers to 'feeling more able to 
cope with, or deal with child abuse suspicions, or making referrals', or ‘feeling better 
about doing a presentation in front of students’. The researcher found it puzzling as 
to why people would respond in this way to open ended trigger words such as helped 
hindered, or the best or worst thing about the course. This is, however, a feature of 
open ended responses, people can answer in any way that appeals to them. It is for 
this reason the categorisation of responses could not be completely based on the 
literature, but had, in part, to be responsive to how the forms were filled in.  
 
This category did raise a problem for the interpretation of confidence can mean a 
variety of things to different individuals. In order to narrow down what was meant by 
the participants all the statements categorised as confidence were re examined to 
identify what sorts of confidence they referred to. To do this all the confidence 
statements from both CATI and the postgraduate teaching course were put together. 
All statements were then individually looked at Inductively and new sub categories 
were created. This was carried out by two associates of the researcher with the non 
directional instruction of allocating the statements to sub categories of their choice. 
When designing the study it had not been anticipated statements of this type would 
occur as they do not logically follow from the trigger stimulus concerning factors 
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which hindered/helped or were best/worst. Comments of this type were made 
nevertheless, as were other comments about internal feelings etc. It would seem open 
ended evaluations are used by course participants to make literally any sort of 
comment they feel like making , often not related in any way to the trigger words. 
Two subcategories clearly emerged. One referred to feelings and the other to taking 
part in a process.  
 
Statements referring to feelings of confidence included: 
Felt happier at the end ( from child abuse course) 
I feel more comfortable about facing a class (from teaching skills course) 
Gave me confidence to express concern (from child abuse course) 
I am concerned about how well I will cope (from child abuse course) 
Feel very fired up to do something (from teaching skills course) 
 
Statements referring to confidence in taking part in a process included: 
I feel much better equipped to be a co-ordinator for child abuse (from child abuse 
course) 
I realise how much I still have to learn about designing a programme (from teaching 
skills course) 
Clarified the issues and made me feel much more confident about handling cases of 
child abuse. (from child abuse course) 
Confident to implement sessions based on the material back at school (from child 
abuse course) 
I am more confident about conducting a tutorial (from teaching skills course) 
 
 47
All the statements were then presented to two further “categorisers" who were 
briefed as to the criteria for the categories and instructed to place as many of the 
statements as they thought fit into each of the appropriate categories.  In the CATI 
sample there were 34 statements which came within the scoring scheme out of 331 
respondents and with the postgraduate 27 out of 231. This approximated 10% of the 
sample making confidence statements which came within the scoring scheme, which 
will be described later in this chapter. Of the sixty one statements fifty seven (93%) 
were placed in the same category by the two ‘categorisers’. 
 
Looking at the distribution of statements within the two sub categories for both 
samples the split was approximately 44% for feelings of inner confidence and 56% in 
favour of confidence in ability to complete processes. The scoring was fairly 
randomly distributed across groups. The analysis was therefore completed with the 
two subcategories combined, confidence here referred equally to inner feelings and 
to the ability to conduct a process. 
Attitudes (human related factor) 
These included any expression of feelings. This may include reference to the course 
topics, a pleasure or reluctance to attend the course or refer to other things they 
should be doing.  There may be comments referring to a desire to improve 
procedures in their school or revise their thoughts about the responsibility they have. 
The statements expressed a wide range of feelings, covering the course and the inner 
most feeling of participants to the whole issue of child abuse. There were very few 
examples of this (less than five percent of responses) They were additionally used 
thematically to form the basis of a questionnaire used in a later study to be described 
in chapter five. 
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Table 2.1 
Examples of statements which were thematically grouped to produce the categorisation 
scheme for the analysis of the open ended evaluation. 
Statements Hypothetico-deductive 
thematic categories 
Information put across in a very 
interesting and informative way 
 
Input from XXX invaluable 
 
Useful to hear another teachers 
experiences and her initiatives from 
another school 
Positive presenters 
human related 
 
 
Positive presenters 
 
Positive presenters 
Found the breaks for practical 
involvement helpful 
 
1st session not useful as we had already 
prepared this 
 
The section on the Act was rather heavy 
Positive message or 
course content human 
related 
 
Negative message or 
course content 
 
Negative message or 
course content 
Good environment-nice room, excellent 
lunch etc 
 
The time and space allowed me to clarify 
the issues 
 
Good equal opportunities practice 
 
Poor audio visuals 
 
Distance to travel 
Positive hygiene 
 
 
Positive hygiene 
 
 
Positive hygiene 
 
 
Negative hygiene 
 
Negative hygiene 
Statements Inductive thematic 
categories 
Brought us together as a staff to 
establish guidelines 
 
Shared anxieties and experiences 
 
Using a family of schools meant that 
people are not hindered by 
anxiety/resistance about working with 
strangers 
 
Some people on the course could have 
participated more positively 
Positive groupwork 
Human related 
 
Positive groupwork 
 
Positive groupwork 
 
 
 
 
Negative groupwork 
I feel more confident about the whole 
area 
 
Felt very inexperience in this field 
Positive confidence 
Human related 
 
Negative confidence 
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Hygiene factors 
This category encompasses a number of items such as:- 
1. general administration: the location of the venue, the ease of access and parking. 
2. the environmental comfort (chairs, tables, drinks etc) inside the venue. 
3. the course materials, audio visual etc. 
4. the refreshment facilities the venue offered. 
 
Reliability of scoring: 
The statements on the evaluation forms, from both courses, were categorised by the 
researcher. Twenty per cent were selected at random by an assistant, who was 
instructed in the categorisation scheme. Totally independently a total of 120 forms 
were scored by this assistant. 420 individual statements on these forms were placed 
in categories and 382 were placed by the assistant in the same categories as the 
researcher. This was a 91% matching rate. 
 
Stage two 
Scoring the evaluation 
The evaluations of the participants were scored according to the order of the 
comments made. The ‘helped’ or ‘best’ comments were recorded separately from the 
‘hindered’ or ‘worst’ comment. For each the first comment made was awarded a 
score of four the second comment  was awarded three, the third comment was 
awarded two, and the fourth and subsequent comments were awarded one. When 
there was no comment made that category was awarded zero. The researcher scored 
the positive and the negative responses separately but both were scored in the same 
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way, so the first positive comment made would be scored 4 and the first negative 
comment would also be scored 4.  
 
Why score higher for the first comment? 
This coding system takes into account the fact a comment came first to the minds of 
the participants. This order effect is linked to the well documented fact that first 
impressions and first reactions are more significant to the individual than later 
reactions. It has been consistently shown by many researchers first impressions do 
seem to have a lasting impact on social thought and social behaviour (eg Sherman 
and Klein, 1994; Swann and Gill, 1997; Wyer et al, 1994). Sommer and Sommer 
(1997 p 130) also point out the importance of salience, the first comment being the 
most important to the individual. 
 
What happened when more than one comment concerned one category? 
The number of the items referred to in each category was not added together. If they 
carried on with a single train of thought they may well have come up with two or 
three other things closely connected with that first idea. It was not thought useful  to 
measure a string of related ideas. For example they may have said on the “helped 
part of the form”: 
The trainers were stimulating.                            Scored  4 for category trainers 
The trainers were accommodating                     This would receive no score, as it is a  
                                                                            development, follow on or part of a  
                                                                            train of thought to do with the  
                                                                            presenter. 
The room was comfortable                                 Scored 3 for category hygiene 
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The material on the legal situation was useful   Scored 2 for category message 
 
What was of concern here was the range of their views. Hence only one comment 
from a particular category was scored on the positive scale. The same process was 
applied to the negative scale. Hence a single or multiple  positive comment listed 
under the ‘helped’ heading  about the presenter would be scored as a four if it was 
the first item mentioned, but further reference to the presenter would receive no 
score. If the same person also made a negative comment about the presenter that too 
would be scored as a four if it were the first of the list of ‘hindered’ items mentioned. 
Although scoring a string of ideas would have illustrated how important it was to the 
participants, that it already had a score based on order in part took this into account. 
To give extra scores for each reference would be adding too much  weight to its 
importance. Although this strategy could be contentious it proved not to be a serious 
issue. When the data was examined series reactions occurred in only two per cent of 
cases. The human related categories were combined to make a single score and a t-
test conducted comparing the helped, or best comments with the hindered, or worst 
comments. For the hygiene categories these were also combined to make a single 
score and a t-test conducted comparing the helped, or best comments with the 
hindered, or worst comments.  
 
Categorisation of Likert scale responses with Teaching Skills course: 
For purposes of this study the questions on the questionnaire were allocated to either 
‘human related’ or ‘hygiene factors’ by five raters acting independently. Statements 
which were not allocated unanimously according to the category descriptions 
previously outlined were not included in the analysis. Four ‘Likert’ style statements 
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referred to human related factors and four hygiene factors, as can be seen in table 
2.2. Each was scored out of 5 but averaged for the analysis. This gave a minimum 
score of 1 and maximum of 5.  
Table 2.2 
An Example showing the questions included in the Likert scale evaluation. 
Categorisation based on the scheme used for the open ended evaluation.. 
Human related statements Very 
poor 
Poor Average Good Very  
good 
Quality of presentations      
Quality of group 
management 
     
Integration of parts      
Appropriateness of level      
Hygiene statements      
Consistency with publicity      
Quality of audio-visual      
Quality of handout materials      
Followed good equal 
opportunities practice 
     
Efficiency of course 
administration 
     
 
The analysis of the data: 
In order to test the hypothesis, the positive and negative scores were compared for 
the human related factors. This was to see whether positive and negative scores were 
significantly different. The positive and negative scores for the hygiene measure 
were compared. In table 2.3 for example the average positive score of 6.09 is the 
average score for the positive comments for the human related categories added 
together for all the participants. The negative score of 1.93 is the average of the 
human related categories added together for all the participants comments which 
were negative or in the hindered or worst sections of the evaluation forms. For each 
of the comparisons the t-test was carried out  for related samples. The data analysed 
consisted of the CATI evaluations of the first two days, the CATI evaluations of day 
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three of the course and also the evaluations of the Teaching skills course. Each of 
these scores are shown separately in table 2.3 for the human related factors.  
 
RESULTS 
Hypothesis 1: Elements of the course such as the presenter, anything to do with the 
presenter and other people, the ‘human related factors’, on the course will be more 
likely to receive favourable than unfavourable comments.  
The t-test results can be seen in table 2.3. It was predicted in the first hypothesis the 
positive evaluations of the human related factors would be higher than the negative 
ones. This proved the case. The positive is higher than the negative for all three 
evaluations, namely the child abuse groups after days one and two, again after day 
three and also the postgraduate teaching skills group.   
Table 2.3 
Showing t-test for related samples comparing positive and negative scores for the 
overall human related categories 
Group Means. Standard 
deviations in brackets 
Positive         Negative 
t.      df.  Probability 
                  (2 tailed) 
Child abuse days one 
and two 
6.09 (2.00)     1.93(2.13) 27.00   376     .000 
Child abuse day 
three 
5.43(2.00)      1.96(2.00) 21.81   350     .000 
Postgraduate 
teaching skills 
4.41 (2.06)     2.15(2.01) 12.08    230    .000 
 
 
Hypothesis 2:Elements of the courses such as the room, catering facilities, visual 
aids, library resources, the ‘hygiene factors’ will be more likely to receive 
unfavourable comments than favourable ones. 
The analysis also supports the second hypothesis  which, predicted that for the 
hygiene factors the negative. hygiene scores would be higher than the positive 
hygiene scores. Again this is the case with all three of the evaluations as can be seen 
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in table 2.4. and again for the hygiene factors in table 2.4. All the positive hygiene 
scores added together and averaged are shown as 0.35 and the negative scores as 
0.76. 
Table 2.4 
Showing t-test for related samples comparing positive and negative scores for the 
hygiene categories 
Group Means. Standard 
deviations in brackets 
Positive         Negative 
t.      df.  Probability 
                  (2 tailed) 
Child abuse days one 
and two 
0.35 (1.38)      0.76(1.55)  3.81     376     .000 
Child abuse day 
three 
0.07 (0.48)      0.67(1.46) 7.25      350     .000 
Postgraduate 
teaching skills 
0.08 (0.51)      0.28(1.01) 2.88      230     .004 
 
 
With the findings for the child abuse courses it is possible, although very unlikely, 
that all the presenters were good and the venues and audio visual aids, administration 
etc poor.  With the postgraduate teaching skills course this  factor was looked at in a 
different way in the design of the study. In addition to the open ended response 
forms the participants were given a structured evaluation using a Likert style scale, 
which specifically mentioned many of the human related factors and hygiene factors 
included by participants in the open ended response forms. According to other 
researchers such as Kobrynowicz and Biernat (1997) Likert style response forms 
allow less freedom of expression than open ended ones. Each statement was scored 
from 1 to 5 with the most favourable being 5. As can be seen in table 2.5 there was 
no significant difference between reactions to human related and hygiene reactions.  
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Table 2.5 
Showing t-test for related samples for the structured questionnaire completed by the 
postgraduate sample on the teaching skills course, comparing human related and 
hygiene overall scores 
Group Means scores with 
Standard deviations in 
brackets 
High score favourable 
Min score 1, max 5 
                                Correl 
 t.   df.  Probability 
                 (2 tailed) 
Postgraduate 
Teaching skills  
Human rel.    Hygiene 
4.28 (.53)   4.23 (.50)    .53 
  1.66   230       .099 
 
Both human related and hygiene scores were above 3 which was the mid point on the 
scale of responses and a score of 4 indicated a response of ‘good’. (This favourable 
pattern of responses on the Likert style questionnaire is something which will be 
examined in more depth in a follow up study reported in chapter eight). The 
correlation between the two was .53. which is in the  medium range (.30 to .70), 
which Sheehan and DuPrey (1999) consider to be of moderate significance. Below .3 
they regard a correlation as of no interest and above .7 to be extremely interesting. 
This indicates on a scaled response form that the participants at the time of 
completing the open ended forms, regarded the presenter and the hygiene factors 
similarly. This is not the impression created on the open ended forms. It can be 
interpreted as supporting the view that responding in a socially desirable manner is 
influencing the open ended evaluations. This shows the results are not simply a case 
of the hygiene factors being regarded negatively. Social desirability in the act of 
responding does seem to be affecting performance on open ended evaluations where 
hygiene factors are regarded negatively. 
 
It is clear from the open ended data, many more comments are made about human 
related factors than hygiene factors. This indicates the far greater salience of the 
 56
former to the course participants. This is not demonstrated in the Likert scale 
reported in table 2.5. This does illustrate one of the characteristics of the Likert scale 
approach that it specifies what areas the participants can respond to, and does not 
provide an indication of the salience of various items to those completing it. This 
point will be developed in chapter nine.  
 
A further check on the ‘social desirability’ interpretation: 
To provide further support for the interpretation in this study of the effect of social 
desirability 20 undergraduates were asked which factors they would feel most 
comfortable criticising negatively if they were asked to do so about the last course 
they had attended. Cards containing details of possible evaluations responses were 
given to a sample of  20 undergraduates, aged 18-47  (mean 33 years), not involved 
in either training course.  Each card laid out on the table contained one item. 
 
The actual instructions for completion of the task were as follows: 
‘I would like you to think of the last course you have completed. Rank the items on 
the cards in terms of how comfortable in the socially acceptable sense you would 
have found it to have made unfavourable or negative comments about the following 
features of the course. Rank order the cards, giving the most uncomfortable a score 
of one and placing it at the top of the list.’ 
 
This follows a well established experimental procedure. Holmes and Rahe (1967), 
for example, used this method to design a stress scale. This procedure has been used 
by many researcher since that time to establish various scales. 
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Table 2.6 
Showing the average score allocated to each statement from the 20 participants. The 
lower the score the more uncomfortable the participants would have felt. Human 
related factors are marked HR. Hygiene factors are marked H 
Statements Mean score, standard 
deviation in brackets 
The presenter’s style of presentation 
HR 
2.15 (2.37) 
The atmosphere created by the 
presenter HR 
2.15 (0.75) 
The knowledge of the topic of the 
presenter HR 
2.65 (0.93) 
The presenter’s group management 
skills HR 
4.10 (1.16) 
The other students on the course HR 5.15 (0.93) 
The content of the course HR 6.45 (1.67) 
Taking part in course activities HR 7.55 91.50) 
The audio visual aids H 8.90 (0.55) 
The classroom facilities H 9.75 (0.91) 
The refreshments provided H 11.00 (0.86) 
The comfort of the room H 12.35 (0.67) 
The administration H 13.05 (0.60) 
The car parking H 12.60 (3.10) 
 
From the results shown in table 2.6 it would seem students feel less comfortable 
criticising human related factors than they do hygiene factors. This provides some 
support for the interpretation that social desirability has a part to play in how open 
ended evaluation forms are completed. The validity of this concept of some 
evaluation items being seen as more acceptable to criticise than others is 
demonstrated again in chapter nine of this thesis when by means of a questionnaire 
undergraduates were asked to explain why they responded the way they did on 
course evaluations. 
 
DISCUSSION 
These findings provide a lot more information about open ended evaluations than is 
provided in the research methods texts which aim to outline the advantages and 
disadvantages of various evaluation methods. Rae (1997 p104), suggests one of the 
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disadvantages of open ended evaluations is they are derived from the whims of 
participants. It is clear from this study, this view is simplistic. It is one of the 
problems which is found in the literature written by practitioners, who base their 
material largely on their experiences. Rae said that  open ended questionnaires, had 
limited use but he did not specify what he saw the limitations to be. This present 
study has shown there are a number of variables which can consistently influence the 
way participants respond to open ended evaluations.  
 
It is clear that issues to do with presenters, the way they integrated the course and 
groupwork, here classified as human relations factors, are viewed favourably. On its 
own this could be interpreted to mean that the participants liked the course and could 
make the trainers feel that they were good at their job. An alternative explanation 
could reflect the social desirability hypothesis and mean that the participants were 
being “nice” towards those running the course rather than really thinking the course 
was very good. This is in line with Wall’s (1973) finding that  negative reactions are 
directed  towards hygiene factors in order to be seen as socially acceptable. It would 
not be a realistic interpretation to suggest for example the presenters (one of the 
human related factors) really were all liked, and the venues (one of the many hygiene 
factors) really were all very poor. It is clear from responses on the teaching skills 
evaluation structured Likert style scale that this is not the case. As can be seen in 
table 2.5 on the Likert scales the human related scores are not significantly different 
to the hygiene scores. To support this from a very different viewpoint some 
background information about the two courses may help. The interpretation that the 
presenters (human related factors) were good and the venues (hygiene factors) poor 
is not acceptable. There were 22 presenters involved with the two courses and it 
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would be unusual if every one of these were seen by the majority of course members 
as being excellent. Second there were a total of 19 different venues used for  the 
courses and it would be unlikely if all were regarded negatively. Efforts were made 
to ensure the venues, visual aids and catering arrangements were better than was 
customary for the courses typically attended by the participants. When the courses 
were planned care was taken to ensure hygiene factors were better than usually 
experienced by the students as a deliberate attempt to compensate for the compulsory 
nature of the courses. 
 
It is suggested here social desirability in evaluation is far more complex than 
conceived by previous researchers, such as Diamond (1972)  who reported it only 
occurred when those completing the forms could be identified. The desire to act in a 
socially desirable manner is one which the individual would seem to feel even when 
others are not present. In some respects this is not surprising when one considers 
most aspects of our moral code are internalised. Indeed without this society would 
disintegrate. This has not, however, been previously demonstrated to occur with open 
ended evaluations, in terms of the split between positive and negative evaluations. 
 
These results indicate care should be taken when interpreting open ended 
evaluations. There appears to be a pattern to the responses, which in specific 
categories are either favourable or unfavourable. This means organisations need to 
compare the evaluations of one course, with that of others rather than just assume the 
presenters, for example are good. It may well be open ended evaluations present a 
distorted view of courses. 
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A point to be taken up later concerns the issue of confidence which was mentioned 
briefly when the categorisation scheme for this study was developed. In the open 
ended evaluations, only ten per cent of the sample for both courses, mentioned 
confidence. Rae (1992 p. 104) suggests a weakness of open ended evaluations is that 
the issues raised are based on the interests of the student rather than the presenter. In 
some respects this present study implies it is a strength rather than a weakness for, in 
this instance, maybe confidence is not an issue of any real significance to the 
students. All too often those who run courses use confidence as a measure of success. 
This issue will be raised again in chapter five when a further study is conducted with 
the child abuse training course participants 
 
The results of the analysis of the data in this chapter show the idea that open ended 
evaluations can allow the participants to express themselves freely can be 
misleading. In theory they can comment upon whatever they like. In reality, 
however, as conformity theorists, such as Baron and Byrne (2000), would suggest 
they are influenced in what they comment upon by social constraints. It appears the 
participants are willing to praise individuals in various ways, but when it comes to 
criticising they are not too willing to make those criticisms against individuals. As 
Parrot Sabini and Silver (1988) reported in a very different situation they are 
reluctant to cause distress and will find another factor against which to direct their 
complaint. Wall (1973) suggests they are likely to direct it against hygiene factors. 
They find a socially accepted direction to place their criticisms. Any interpretations 
made from open ended evaluations need to take this tendency into account or very 
false conclusions may be drawn about the merits of presenters and the inadequacies 
of the venue. Vast sums have been spent by universities, colleges and hotels 
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providing state of the art conference venues yet from the evidence of this study it is 
doubtful if responses on open ended evaluation forms will reflect this favourably. 
 
These findings are replicated in a study reported in chapter seven, with a very 
different sample consisting of university lecturers. In addition further evidence to 
support this interpretation of the findings of this study is provided in chapter nine of 
this thesis, where the results of a questionnaire completed by undergraduates are 
reported. 
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CHAPTER THREE 
OPEN ENDED EVALUATIONS: AN EXAMINATION OF THE 
RESPONSE LEVEL WHEN THEY ARE PLACED AFTER 
LIKERT SCALES 
 
The study reported in this chapter looks at evaluation forms which combine 
structured and open ended evaluation formats. This is seen as having advantages by 
the authors of some research methods texts, for example Sommer and Sommer (1997 
p. 132). The researcher has observed, however,  not everyone completes the open 
ended sections after they have completed Likert scales. This is important because, if 
only a small percentage of a sample complete a questionnaire the validity of the 
results should be questioned. Rae (1992 p 111), supports this concern, based on his 
experience of including open ended sections at the end of an evaluation form,  – 
“comments included in this type of space are either rarely made or have little value”. 
The study reported in this chapter examines, in stage one what percentage of 
undergraduates respond to open ended evaluations when they are placed at the end of 
a questionnaire. In stage two a redesigned questionnaires is used and looks at 
whether placing open ended sections more prominently on evaluations forms 
increases the response rate. 
 
In stage one of this study the response rate to open ended sections of evaluations is 
examined taking into account class size, as research evidence has shown it to be a 
factor influencing student evaluation of their courses. An early study by Gage (1961) 
reported a curvilinear relationship between class size and teacher ratings with the 
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higher ratings occurring for classes with 30 to 39 students and smaller and larger 
classes being less favourably evaluated. Defusco (1999), more recently, showed how 
adult students were more satisfied with their experiences of courses when they were 
in medium sized classes (11-15 students) than in small classes (10 or less), or larger 
classes (16 or more). Research with much larger samples, for example that by 
Pohlmann (1975), with data based on 1247 courses showed how with groups ranging 
from 30 to 146 the smaller the class the more favourable the responses. This is of 
concern for the present study, for if smaller classes tend to evaluate more favourably 
than larger, it is possible this may influence the response rate on the open ended 
sections of an evaluation. A problem interpreting the data from the Pohlmann study 
is that there is little information available about the content of the courses used. The 
present author gives the benefit of the doubt and assumes with  the large samples 
reported by Pohlmann a variety of course contents will have been taken into account 
and it was class size rather than course content which was responsible for variations 
in the popularity of courses.  
 
In the present study a number of different sized classes were examined, which 
included a small sample from each of the sizes mentioned in those previous studies. 
The issue of type of course content used in studies is one which will be looked at in a 
study to be reported in chapter eleven of this thesis. One aim of the first part of the 
study reported in this chapter is to see whether class size influenced the completion 
rate of open ended sections located at the end of an evaluation form. As small classes 
are rare in universities today only a small sample was possible.  
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Stage one of the study 
METHOD 
Students responses from an evaluation form in current use, containing items listed in 
table 3.1, were collected. This was a Likert style rating design which had a scale 
from favourable to unfavourable to measure the way participants felt about courses. 
In addition to the structured evaluation questions, at the end of the questionnaire 
there was an opportunity, following Rae (1992 p 110), for the students to make 
statements in an open ended format should they so wish. There were two stimulus 
statements. One asked them to specify anything they particularly liked about the 
module a second to indicate anything about the module which could be improved. 
Table 3.1 
     Example of the evaluation statements used with the undergraduates 
Statements 
The module has helped me think critically 
The module has given me a good understanding of the subject 
The module has developed my interest in the subject 
The way the module is delivered has encouraged me to 
participate 
The library has the books and resources I need for this module 
The teaching rooms for this module were fit for their purpose 
Projectors, boards and screens were adequate for this module 
The computing facilities I needed for this module were 
satisfactory 
The lecturer was well prepared 
The lecturer communicated clearly and effectively 
The lecturer was enthusiastic about the subject 
The lecturer was a good teacher 
Would you like to expand on any of the above? 
 
 
What did you like about this module? 
 
 
How could this module best be improved? 
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Participants 
This first sample took into account class size and consisted of 372 undergraduates 
attending 7 different modules. This sample size was chosen so the class sizes (10 to 
147) were comparable to those described by Defusco (1999), Gage (1961) and 
Pohlman (1975). The data from this sample is recorded in table 3.2. The second 
sample for the study consisted of 21 additional module evaluations which were 
obtained from an opportunity sample of 1617 undergraduates. The data from this 
sample is recorded in table 3.3. The same format was used for all the evaluation 
forms. The data was obtained from different university undergraduate modules in a 
range of education and social science subjects. Three of the modules included two 
intakes of students in successive academic years. The remaining 15 used in the study 
included only one intake of students each.  
 
RESULTS 
For the first smaller sample, results shown in table 3.2, it can seen that seven groups 
were tested. They ranged in size from 10 to 146.  
 
Table 3.2 
Showing the percentage of open ended responses (oe) made in the space at the end of 
the structured evaluation for each undergraduate group included in the evaluations 
 Class size    % of      
               open ended 
                 responses 
Group 1 N = 147  oe   8% 
Group 2 N =  92   oe 30% 
Group 3 N =  11   oe 48% 
N =  10   oe   0% 
N =  16   oe 50% 
Group 4 N =  46   oe 41% 
Group 5 N =  50   oe 24% 
 
The range of open ended responses spontaneously made was from zero to fifty 
percent. with an average of twenty two per cent. It would seem when participants 
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complete a structured evaluation only one in four or five go further and make 
comments in the open ended section.  
 
The correlation of .549 between the size of the class and the percentage which made 
written comments was not significant (.202). This suggests class size is not an 
important factor in determining whether students complete open ended evaluations.  
 
Data from the second and much larger sample of students, can be seen in table 3.3. 
This confirms the findings of the initial smaller sample that only a minority of 
students completed the open ended section of the evaluation forms. 
Table 3.3 
Showing the average number of respondents who completed the open ended 
statement at the end of the structured evaluation for the sample of 21 modules 
Number of 
respondents N=1617 
Number of open ended 
respondents N=384 
Percentage of open 
ended respondents 
Average class size 
76.71 
min10 max 162 
Average 18.28 
 min 3 max 35 
Average 23.74 
 Min 3 max 61 
 
The analysis shows an average of 23.74 per cent. made any written statement when 
the open ended section of a form was located at the end. It was thought wise to check 
whether those open ended responses were linked consistently with either positive or 
negative open ended evaluations of the modules. Using a t-test for related samples it 
was found there was no significant difference between the number of comments 
which were positive or negative concerning the course (positive mean 8.38, negative 
mean 8.09, t=.262. df 20). Similarly there was no significant difference in the 
number of comments listed under the section asking students to explain their 
previous structured responses and whether they were positive and negative responses 
(explain/positive t = .990 sig .334; explain/negative t = 1.81 sig .084).  
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A further analysis looked at the relationship between the size of the class and the 
percentage of responses produced a correlation of -.271. This was not significant 
being only at the .235 level. Size of class was again not shown to be an important  
factor in the number of open ended responses made.  Finally the overall score on the 
structured evaluation section for all the statements concerning the liking of the 
module content and the presenter were correlated with the open ended positive 
comments (content -.007 sig .976; and presenter .241 sig 294) and for negative 
comments (content -.045 sig .846; presenter .143 sig .536).  There would appear to 
be no evidence of any link between positive or negative reactions expressed on the 
Likert structured scale and the open ended sections of the evaluation returns. 
 
DISCUSSION 
Findings confirmed previous indications that few people would respond to the open 
ended evaluations placed at the end of a structured questionnaire.  The texts on 
research methods, such  that of Foster and Parker (1999), do not draw attention to 
this very important issue. Rae’s (1992)  insight into the low level response rate 
shown by respondents who have completed a structured evaluation is supported by 
the present study. Only about 24 per cent complete the open ended sections.  This is 
a low response rate for a  questionnaire study. Hayes (2000 p87), notes that a typical 
postal questionnaire could have a response rate as low as 20 or 30 per cent. 
Evaluations are (in the case of the present study) given out face to face. On that basis 
a higher response rate would be expected.  This raises the question of  whether it 
matters if less than a quarter of the respondents make use of the open ended section 
of the evaluation.  The answer to this very serious methodological question must take 
into account issues of sampling. In many studies if only a quarter of a sample 
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respond, then the validity of that sample of respondents would normally be 
questioned by a researcher. This should be the case, according to Hayes (2000  
p249), if the information given by the respondents is to be taken at face value. 
Certainly the research literature on voluntary participation, of which Rosenthall 
(1965) is typical, would indicate that any study employing only 25% of the 
population on a voluntary basis could not claim to be a random sample. Perhaps this 
is what Rae (1992 p. 111) means when he says the comments have “little value”. 
This first part of the study reported in this chapter does question whether it is 
appropriate to combine structured and open ended evaluation styles in one 
questionnaire, due to the low response rate, and consequent lack of meaning, or 
validity, due to sampling inadequacy.  
Stage two of the study 
Whilst the results of stage one of this study provide a case against the use of dual 
style forms, the concept of a combined open ended and structured style, has its 
attractions. One of the main reasons for this is the observation made by Rae (1992 p. 
104) that open ended statements reflect what is important to the participants 
evaluating the course. This is not necessarily what the tutors will select to use as the 
scales on a structured form. This was discussed in chapter two of this thesis in the 
context of “confidence”. In stage two of this study the layout of an evaluation form is 
manipulated. The aim was to see whether the low response rate could be improved. 
 
It is rare for open ended questions to be made the primary focus of evaluations.  
Alloy, Acoclla and Bootzin (1996  p103), argue that much of our behaviour is 
influenced by the `demand characteristics of the situation`. This refers to things 
which influence our expectations of how we should behave. For example when 
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something is at the end of a series, it is seen as being of less importance than 
something earlier in the series (Bernstein and Nash 1999 p195) and so less notice is 
taken of it. This concept can be related to dual style evaluation forms. Following 
from this, one could speculate, that by putting the open ended statements at the 
beginning of a dual style evaluation format, the `demand characteristics` are likely to 
encourage the student to complete it. Orne (1962) emphasised the fact that anything 
in a situation  which encourages an individual to do something can increase the 
likelihood of that act being carried out. Essentially what is being done when the open 
ended section is placed at the beginning of the questionnaire is to raise its profile and 
according to Orne, the ‘demand’ or the expectation on the subject to complete it is 
far greater. The relative importance of the open ended section is likely to be 
increased as it will have moved to the beginning of a series of tasks.  
 
A third method of using open ended evaluations is described by Rae (1997 p. 1) and 
involved a mixed format where each sub group, or even individual question or 
statement, is followed by its own open ended form. This style is also included in this 
study. The second stage of the study to be reported in this chapter was intended to 
test these two ideas  
 
Two hypotheses were tested. 
Hypothesis 1. There will be a greater number of open ended comments when this 
section is located at the beginning of an evaluation questionnaire rather than at the 
end.  
Hypothesis 2. There will be a greater number of open ended comments when this 
section is mixed in an evaluation questionnaire rather than at the end.  
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METHOD 
1641 Undergraduates on twelve education and social science modules completed 
evaluation forms at the end of each of their lecture series. The evaluation form used 
was that described earlier in this chapter, but modified by the researcher, to have the 
open ended section either at the end, at the beginning, or mixed into the 
questionnaire at the end of each group of Likert style statements. The modules were 
selected on the basis of the researchers contacts in education and social sciences 
where she was working tutoring undergraduates on a number of courses. Distributed 
randomly one third of the students in each module were given the evaluation form, 
with the open ended option at the end of a structured evaluation form, one third in 
each module were given the evaluation with the open ended option at the beginning 
of the form, and a third in each module the open ended option after each subgroup of  
statements in the mixed condition. (See appendix linked to this chapter for copies of 
the forms). The instructions given the students for completion of the form followed 
the same script for all students regardless of the style of evaluation form they 
completed. 
 
RESULTS 
Both the hypotheses are supported. As can be seen in table 3.4 more open ended 
statements were completed by students given the open ended responses at the 
beginning of the form than those given it at the end. In addition those in the mixed 
condition also completed more open ended statements than those who had the open 
ended section at the end. It should be noted that the response rate for the Likert scales 
was almost 100% regardless of where they were placed on the forms. 
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Table  3.4 
Showing the number of people who completed the open ended sections of  the 
evaluation questionnaires out of the 1641 collected from 12 modules 
Layout of 
questionnaire 
Number of 
questionnaires 
collected 
Number of 
open ended 
sections 
completed 
Percentage of 
open ended 
sections 
completed 
Open ended at end of 
questionnaire 
549 174 31.6 
Open ended after each 
section of (mixed) 
questionnaire 
554 350 63.0 
Open ended at 
beginning of 
questionnaire 
538 441 81.9 
 
 
DISCUSSION 
Stage two of this study has provided a useful insight into the way students complete 
evaluation questionnaires. It has been argued that for a dual evaluation to be 
considered valid, the open ended section needs to be completed by a reasonable 
proportion of the total sample. This study has shown two ways in which this 
proportion can be substantially increased from the low response rate recorded when 
the open ended section is placed at the end of the evaluation. Moving the open ended 
section to the beginning of the questionnaire, or mixing it after each Likert style 
statement has the effect of increasing the percentage of students who fill in the open 
ended sections. It should be stressed this was achieved without the use of any verbal 
prods, or variation  in written instructions. The instructions were the same for each of 
the three questionnaire formats. 
 
This finding has implications for the design of questionnaires which include an open 
ended format and provides examples of two ways the response rate for the open 
ended section can be raised to a far more acceptable level. This appears to have 
absolutely no effect on the response rate to the Likert scales. Whether Likert scales 
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are located at the beginning or the end of the questionnaire the response rate is 
almost one hundred percent for all the scales. 
 
The impact of locating an open ended response section of a questionnaire at the 
beginning is to produce a dramatic increase in the response rate. Yet again this 
demonstrates another way in which social factors influence respondents when they 
complete evaluation forms. It is possible to increase or reduce the response rate to an 
open ended evaluation by the rather simple means of altering its location within an 
evaluation form. By applying Orne’s (1962) view it would seem the ‘demand 
characteristics’ provide a greater drive for students to complete these sections of the 
forms when they are placed in a more prominent position. The reasons for the poor 
response rate of open ended evaluations located at the end of questionnaires is further 
examined in the questionnaire study in chapter nine of this thesis, where alternative 
explanations by the students themselves will be reported. These state they do not 
complete the open ended sections at the end of questionnaires because they feel they 
have already expressed their feelings on the previous rating scales. This does not 
explain why in the present study there was such an increase in completion of the 
open ended sections in the mixed design. It would seem the students don’t fully 
understand why they act as they do and the ‘demand characteristics’ have at least 
some part to play in influencing their behaviour. 
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CHAPTER FOUR 
 
ACTIVITY MEASURE EVALUATIONS: AN EXAMINATION OF 
EVALUATIONS CARRIED OUT THREE MONTHS AFTER A 
COURSE 
 
The studies reported in chapters two and three looked at evaluations of the course 
itself by the participants. In this chapter the study looks at what effects the course has 
had on the individuals subsequent behaviour. It is usual for Local Education 
Authorities (LEA) and many commercial organisations to measure the practical 
effects of training courses after an interval of time. The work of Browne and Meuti 
(1999) indicates the success of an instructional workshop lies in its impact on student 
learning weeks after the workshop rather than the immediate reaction of the 
participants. This could be classed as an intermediate evaluation as defined by 
Warr’s (1973) model of evaluation described in chapter one. This involved behaviour 
change outlined in Hoyt and Howard’s (1978) model. The format commonly 
employed consists of activity measures. In some respects this has similarities with 
using student performance on examinations as a measure of effectiveness. 
Researchers such as Maynard et al (2002) advocate this technique and it has also 
been used by Gomez et al (2004) in a study which will be discussed in detail in 
chapter thirteen. These activity measure scales are usually made up of a list of 
activities taught in the course. Participants are asked, in a questionnaire, which of the 
list they have done since the course. There follows an example taken from the Child 
Abuse Training Initiative (CATI) course which is used as the basis for the study 
reported in this chapter: 
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(5) Please tick the boxes for any of the listed activities, planned or undertaken in your 
 school since attending the CATI courses. 
a. Locating relevant documents                               
  b. Distributing documents to staff                             
 c. Dissemination of information about the course to staff   
 
The list continues in a similar manner with the activities detailed in the appendix linked to 
this chapter. The assumption made by the LEA and similar organisations is if someone 
does something which was recommended in a course, that would indicate how successfully 
delivered that part of the course was. The assumption on which this type of evaluation is 
based is questioned in this study.  
 
A second assumption to be examined in this study is the apparent link between knowledge, 
confidence and behaviour. Often in evaluations the first two only are tested and the third 
assumed. 
 
Activity measures: 
By its very nature the measures included in the study reported in this chapter have to 
be carried out after an interval to allow time for the activities to be carried out. For 
the purpose of this study an evaluation format used by the Local Education 
Authority, to provide feedback on the activities undertaken by the Child Abuse 
Training Initiative course participants, was the subject of examination. This was 
conducted approximately three months after the courses were completed.  
 
In this study for practical reasons a single course was used for the collection of data. 
Activities had to be measurable and access to the participants after a time interval 
was necessary. In addition it was thought wise to take into account and control for 
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Bassin’s (1974) findings, that different courses have different popularity rating 
amongst participants. The activities the participants undertook after the course are 
counted. This is typical of many evaluations when some sort of quantitative 
assessment of behaviour change is obtained. The question here is whether what 
people do after they have received training and have acquired new skills is a true 
reflection on the effectiveness of the training. Here there is literature in fields 
unrelated to evaluating which would offer ideas of factors which might influence 
behaviour.  
 
Vroom (1964) looking at motivation research highlighted the relationship between 
workers and the amount of effort they were willing to put in for the return they got. 
This idea has been refined and developed by many researchers including  Siegrist 
(1996). Johannes Siegrist from the University of Dusseldorf has led a team of 
researchers who have produced a series of studies. These have shown how workers 
try to maintain the balance between how much effort they put into their work and the 
return or reward they get out of doing so. Siegrist’s adaptation  introduced the model 
of effort-reward imbalance which is particularly helpful when related to the use of 
activity measures in evaluations. Siegrist (1996), in a review article summarising 
many studies in the series, explains how if the balance is not maintained stress levels 
increase. It is not intended in this thesis to test the model, but the principles outlined 
can be applied to course evaluations. What was suggested was that the amount of 
effort required to do something in ones job would be balanced against the reward 
gained by doing it. In its simple form this means people will only do something if 
they feel they get something out of it. In the child abuse course (CATI) they were 
told of, and provided with, a whole range of activities which they could use. These 
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all had the aim of passing on information to others about how to deal with child 
abuse. These others included the children in school and also their colleague teachers. 
Siegrist’s model surprisingly has not previously been applied to evaluations. Activity 
measures are concerned with what people do in the workplace. It does seem 
appropriate to relate them to a model which deals very directly with workplace 
activities. This model provides a theoretical background to the present study. 
 
The interest of the Local Education Authority, in this case the sponsor of the course, 
was to see what the impact of various aspects of the course was.  The course looked 
at many issues. The participants could act on these in many ways. This sort of 
evaluation is typical of a course where the relative impact of an aspect of a course is 
assessed. It is most commonly used with commercial training where skills are taught. 
Siegrist’s (1996) view of effort-reward indicates they would act on their personal 
preferences involving the weighting of their effort-reward profile rather than on the 
effectiveness of any particular aspect of the training. In the case of CATI a number 
of factors were brought into the equation from the point of view of effort involved. 
These included the policy of the school towards staff training. Another factor was the 
time necessary after the course to set up any actions inspired by the course. Day three 
of the course outlined resources which were available to the course participants. The 
use of these, it is assumed according to this approach, are likely to be determined by 
the effort involved. In addition attitudes or perspectives of abuse were taken into 
account. On the principle of Siegrist’s (1996) effort-reward it would be expected if 
something is regarded as unpleasant or extremely difficult it is less likely to be done 
than if it is regarded as easy to do. Developing Siegrist’s (1996) ideas something 
which is regarded as outside the competence of the individual would involve more 
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effort. There are obvious links here with how competent  the individual feels towards 
doing the particular task. 
 
The effort side of the Siegrist (1996) equation is likely to be influenced by past 
experience or attitudes toward the task in hand. With reference to child abuse, there 
is clear evidence in the literature,  teachers and other professional workers with 
whom they are closely linked on this issue, actively avoid involvement with child 
abuse issues (Johnson, 1994, Lawlor 1993, Hinson and Fossey 2000). There was an 
element of learned helplessness apparent (Seligman 1975) during the 1970's when 
societal attitudes tended, according to Maher (1987), to blame all abuse on poverty, 
drink, housing, unemployment and various other factors, rather than the family or 
other adults involved. Polnay (2000) noted adults would not accept responsibility for 
the actions of their peers when children were abused. This general reluctance to get 
involved adds to the effort side of the Siegrist (1996) equation. The less happy 
people are at dealing with an issue the more effort they have to put in to it to deal 
with it. The literature suggests that the child abuse co ordinators, included as 
participants in the study reported in this chapter would be faced with a task which 
many professionals do not find easy.  
 
The link between knowledge, confidence and activities: 
A further assumption to be examined in this study is the link between knowledge, 
confidence and behaviour. In many evaluations the assumption is made if someone 
has gained some knowledge they will have benefited from a course. The idea is, this 
knowledge will be converted into feelings of confidence within the individual, and 
then a behaviour change will follow. Support for these assumptions in the literature 
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is certainly divided. Two examples with regard to the topic of child abuse show this 
clearly. Randolph and Gold (1994) provide conflicting evidence from other 
researchers who have attempted to measure the success of sexual abuse prevention 
programmes.  The participants gained knowledge and understanding from training 
and the programmes they were expected to deliver, but not many delivered a full 
prevention programme to the children.  Swift (1983), on the other hand,  reported an 
increased number of sexual abuse referrals by teachers trained to take the role of 
prevention deliverers. Questions related to gaining knowledge and confidence are 
commonly included in course evaluations, and they were specifically included by the 
researcher in the questionnaire used in this study to test the assumption that there was 
a link between knowledge reported to have been gained and confidence and a 
specific activity which was carried out. It was decided in the light of previous 
observations made in chapter two to specify exactly what aspect of confidence was 
being measured. The aspect of confidence investigated was their confidence in their 
ability to take some action regarding child abuse. It was thought realistic to measure 
this type of confidence a period after the course had ended for it provided time for 
the participants to try things out and so get a feeling of their own confidence in 
dealing with the issues. It was anticipated that confidence would relate to knowledge 
gained.  
 
Aims of the study: 
This study aims to test, in a real live evaluation two assumptions often made when 
interpreting evaluations of courses. The first, is the assumption if someone does 
something which was recommended in a course, that would indicate how 
successfully that part of the course was delivered. This was done by comparing an 
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estimate of effort required for each task with the amount it is carried out. The second 
is to test whether there is any link between knowledge, confidence and activities 
carried out. This is important because many evaluations test knowledge and assume 
confidence and behaviour are linked, but findings in the literature are divided on this 
issue. 
 
It is hypothesised: 
1. Activities carried out after the course by the participants will be those requiring 
the least effort on their part to complete. 
2. Knowledge about abuse issues, confidence in their own ability to deal with issues 
and number of activities carried out would all be related. 
 
METHOD 
Participants:. 
The questionnaire (shown in full in the appendix linked to this chapter) was 
distributed to a random sample of approximately 60 per cent of the participants of the 
CATI courses, three months after it was held. This was done by dividing the county 
into geographic educational regions. The individuals were selected blind (address 
labels were placed face down) from each of these areas until sixty percent had been 
selected from each area.  
Ethical considerations: 
Individuals were informed with the circulated questionnaire that participation was 
voluntary. No inducements were given for returning the forms and each form could 
be returned anonymously. No deception was involved in the task. A postal address 
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was provided for any participant who required feedback about the results of the 
study. 
Response rate: 
From the 320 questionnaires sent there were one hundred and fifty eight responses (a 
49%  response rate). This compared favourably with a similar study by Lawlor 
(1993) which had a response rate of 45% and Paolo et al (2000) who, in a study 
examining response rates to student evaluation postal questionnaires,  reported an 
average of 41%.. 
The questionnaire was made up of three parts: (see appendix). 
The format of the evaluation was agreed with the LEA and followed the style used  
by them for previous courses.  
Part 1. The questions  concerned details of the activities they had planned or done 
something about since the CATI course. These are listed in table 4.1. An “activity 
score” was arrived at by allocating a score of one for each activity undertaken. 
Part 2. The questions concerned the future resources required from the local 
Education Authority. These are listed in table 4.2. These resource questions were 
specifically included as a second means of testing the first hypothesis. The idea being 
that the resources asked for would give an indication as to what was planned. It could 
be argued some activities were not carried out because of the lead time required. This 
question takes that into account by measuring what is planned. 
Part 3. One question concerning Knowledge acquired used a three point response 
scale, and one question concerning confidence in dealing with child abuse issues, 
used a four point response scale. 
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Scale of effort required: 
The activities were selected on the basis of the items included in the course syllabus 
which is described in the appendix linked to chapter two. The scale of effort was 
compiled with the co operation of teachers who had experience of child abuse 
procedures. The criteria for judging the effort required to complete each activity was 
based on a number of ingredients. Activities involving  paperwork, or gathering 
information were considered to involve the least effort. Dissemination of material 
could require little effort if it merely involved reporting to a staff meeting, but a great 
deal of effort if a special In Service Education and Training session (INSET) was 
organised. This was because planning an INSET involved influencing school 
priorities for staff time allocation, drawing on special expertise, sometimes from 
outside the school, and much planning on the part of the co-ordinator. Generally any 
activity which could be carried out by the course participant alone, required less 
effort than one which required co operation or support from within the school. 
 
The procedure for establishing the scale was based on that advocated by Holmes and 
Rahe (1967), which they used to create stress scales. Individually thirty teachers 
were asked to rank order a pack of library cards each labelled with one of the 
activities listed below. They ranked them in terms of how much effort they thought 
was involved in carrying out the task. The cards were spread out on a table and the 
teachers individually were asked to put them in a pile with the activity involving the 
least effort at the top, the second least effort next and so on. The outcome of this 
process is detailed in table 4.1. 
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Table 4.1 
Showing scale of difficulty involved in activities. Low score indicates least effort to 
the teacher 
Activities scaled according to effort 
involved.  
Mean score 
Standard 
deviations in 
brackets 
1. Distributing documents to staff 1.8  (1.00) 
2. Locating relevant documents 2.0  (0.64) 
3. Dissemination of information about the 
course to staff 
2.8  (1.19) 
4. Informing non-teaching staff about 
procedures 
3.4  (0.81) 
5. Improving record keeping/storage 5.4  (0.50) 
6. Preparing an internal procedure/guidelines 
document for staff use 
5.8  (0.76) 
7. purchasing relevant resources for staff 
and/or pupil use 
6.8  (0.41) 
8. arranging a meeting for a few staff to 
address child abuse/protection issues 
8.4  (0.50) 
9. planning a half/part day INSET to focus 
on child abuse/protection 
9.0  (0.64) 
10. planning a full day INSET to focus on 
child abuse/protection 
10.2  (1.19) 
11. Arranging a whole-staff meeting to 
address some child abuse/protection issues 
10.4  (0.50) 
 
RESULTS 
Hypothesis 1. Activities carried out after the course by the participants will be those 
requiring the least effort on their part to complete. 
There was some support for the first hypothesis. Many of the activities which 
matched the criteria for low levels of effort on the part of the course participants, as 
shown on the scale above, were ranked high on the list of those undertaken. 
Table 4.2 lists the activities teachers had completed. A product moment correlation 
co-efficient was carried out between the scale of effort shown in table 4.1 and the 
order of the most activities done or planned as shown in table 4.2. This produced a 
correlation of  .773 which is significant at the .005 level. According to Sheehan and 
Duprey (1999) this correlation is in the high range. 
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Table 4.2 
Showing the activities they have planned or done something about since the CATI 
course ranked in order of priority (N=158) 
Activities planned or undertaken. The 
most done is at the top of the list. The 
number to the next column to right 
indicates order on the scale of effort. Low 
score indicating least effort to teacher 
Order 
on 
scale 
of 
effort 
Mean score 
Standard 
deviations in 
brackets 
Dissemination of information about the 
course to staff 
3 .91 (.96) 
Locating relevant documents 2 .77 (.42) 
Arranging a whole-staff meeting to address 
some child abuse/protection issues 
8 .68 (1.03) 
Distributing documents to staff 1 .61 (.49) 
Preparing an internal procedure/guidelines 
document for staff use 
6 .61 (.48) 
Informing non-teaching staff about 
procedures 
4 .58 (.50) 
Improving record keeping/storage 5 .57 (.50) 
Purchasing relevant resources for staff 
and/or pupil use 
7 .20 (.40) 
Planning a half/part day INSET to focus on 
child abuse/protection 
9 .15 (.36) 
Arranging a meeting for a few staff to 
address child abuse/protection issues 
11 .13 (.33) 
Planning a full day INSET to focus on child 
abuse/protection 
10 .09 (.29) 
 
To take into the account the time scale a further question was included to ask what 
resources they would like for future programmes in their schools. This was intended 
to provide information about what they intended to do rather than what they had 
done in the previous question. Again it does seem, as shown in table 4.3 preference is 
for information which requires little effort rather than facilities which requires more 
effort. The latter demands the use of face-to-face contact with children on the topic 
or a formal INSET 
 84
 
Table 4.3  
Showing the future resources required from the local Education Authority for support 
of child abuse/protection programmes. A high score indicates high priority (N=158) 
Resources required Mean score 
Standard 
deviation in 
brackets 
1. Regular information updates sent to all 
schools 
4.86 (2.26) 
2. An accessible consultant/counsellor 4.70 (2.54) 
3. Refresher courses for co-ordinators 3.78 (2.21) 
4. Experienced providers on the subject for 
schools INSET 
3.63 (2.32) 
5. Free loan books/training packs 3.04 (1.98) 
6. Free loan videos 2.63 (1.80) 
 
In order to determine whether the results detailed above represented a fair test the 
number of participants who carried out activities was recorded. Table 4.4 shows all 
the sample actually did something and over fifty percent had carried out at least six 
of the activities. The course did appear to have an effect but what was actually done 
was closely linked to the effort involved. 
Table 4.4  
Showing the percentage of the sample who had planned or done the activities after 
about three months 
Number of activities planned 
or done out of a total of 11 
Percentage of 
sample of  
158 who 
completed 
activities 
1 activity 100.00% 
2 activities 98.97% 
3 activities 91.47% 
4 activities 83.37% 
5.activites 67.77% 
6.activities 53.90% 
7.activites 27.90% 
8.activities 11.10% 
9.activities 2.40% 
10.activites 0.60% 
11.activities 0.60% 
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Hypothesis 2. Knowledge about abuse issues, confidence in their own ability to deal 
with issues and number of activities carried out would all be related.  
The results shown in table 4.5 indicate knowledge and confidence are related but the 
link with activity measures is minimal for according to Sheehan and DuPrey (1999) 
the correlations are below a level at which they are meaningful.  
Table 4.5. 
Showing correlation for the four elements on the evaluation distributed about three 
months after the courses were completed. (N=158) 
Elements Pearson product 
moment correlation 
Knowledge and 
understanding/ 
Confidence 
.692  sig .000 
Activities done/ 
Knowledge and 
understanding 
.180  sig .024 
Activities done/ 
Confidence 
.248  sig .002 
 
DISCUSSION 
The support for the first hypothesis  does suggest Siegrist’s (1996) view of behaviour 
being related to an understanding of effort-reward can be related to activity measures 
on an evaluation. If the quantitative report of activities listed in table 4.2 were taken 
at face value it would suggest certain aspects of the course listed at the top of the 
table were the most effective.  The tutor presenting those aspects of the course, for 
example, may be praised. The content may be considered good, and therefore not in 
need of revision. Items at the bottom of the list would be regarded very differently. 
 
Each of the activities mentioned could have been carried out in a number of different 
ways. It certainly appears that many of the activities at the top of the list in table 4.2 
are usually carried out on an individual basis. Towards the bottom of the list is 
INSET which certainly requires far more lead time to set up than, for example, 
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locating documents or devoting a whole staff meeting to child abuse/protection 
issues. This latter could simply involve a half hour meeting, which merely reported 
back from the course. This is something which is often done automatically in schools 
when members of staff have received special training in an area. Items listed  second, 
third and sixth, all refer to documents concerning abuse. The pattern emerging is 
quite clear.  The participants are passing on information gained in the course, in a 
number of ways and they appear to be starting with the things which they can readily 
do as individuals. If one refers  to the appendix linked to chapter two and looks at 
table a1.2  a number of issues in the top third of the list refer to school policies and 
procedures. It would seem, to some extent, the participants are actually doing the sort 
of things seen as being important by the sample who completed the pre-course 
questionnaire. 
 
Participants were given a selection of six possible resource choices. They were asked 
to rank them in order of preference.  This question is important because it allows the 
participants to project what they might do. An INSET for example, takes time to 
organise so it could be argued it has not been a high ranking activity simply because 
there was not time to organise it. As INSETs do not rank highly on the list of 
resource support required in the future it is clear they are not planned for the future. 
This does support the view that this ‘high effort’ activity is not popular. It is 
particularly interesting that the top of the list was the request for information. This 
fits in with the activities participants have been doing, as can be seen in table 4.2. 
High on the list was passing on information, much lower on the list, was material for 
running INSETS. It seems that plans for future activities follows the format of those 
already done. 
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The running of an INSET on the topic is not a likely activity. This probably partly 
reflects the relative importance the head teachers  put on a child abuse/protection 
INSET. There are only a limited number of INSETS they can afford to run, from the 
point if view of resources, including time.  Child abuse/protection, appears to be low 
on the list of priorities.  Polnay (2000), had a similar finding with another group of 
professionals, medical practitioners, who gave a similar low priority to child abuse. It 
could be a slightly unfair criticisms of head teachers as it could be argued methods of 
training other than using an INSET would be very effective. This would certainly 
suggest that the relative importance, or reward is low.  
 
These findings do support the notion that what people do after a course is more 
closely related to Siegrist’s (1996) concept of effort-reward than how good various 
aspects of the course were. It obviously does not mean that the evaluation is of no 
use, but it does mean that it should not be taken at face value. 
 
The second hypothesis testing for a relationship between claimed knowledge, 
confidence and activities carried out, is only partially supported. Knowledge and 
confidence, have a reasonably high correlation but activities carried out are not 
linked to either.  This does say something about the importance of selecting measures 
carefully when evaluating a course. Knowledge and confidence bear little or no 
relationship to the number of activities students carry out after the course. 
Assumptions must not be made about knowledge being transferred into behaviour.  
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The findings of the study reported in this chapter provides some support for the view 
expressed by Siegrist (1996) that effort-reward is an important factor in determining 
behaviour. Applying this to evaluations, these results suggest the outcomes of a 
course, as measured by a structured evaluation, are closely linked to this. People will 
do something because it is easier, less effort for the reward or gain, rather than 
because it is presented in a particularly attractive manner in a course. The 
interpretation of the evaluation should therefor reflect this rather than on the content 
of the course.. The message is the evaluation needs to take into account not only the 
content of the course but a realistic awareness of the actual working environment of 
those who took part. In the present study this was possible as the researcher was a 
teacher and therefore was aware of the circumstances the co-ordinators would 
experience in their schools. Very often, however, this is not the case. Training is too 
often totally devolved from the work place and trainers, and often, evaluators, do not 
know fully the situation the participants find themselves in when they return to their 
place of work. It could well be that failure to carry out things which are 
recommended in training do not reflect inadequacies of the course but rather reflect 
the working circumstances of the individual. 
 
It is quite interesting to note that knowledge of procedures and confidence in their 
ability to deal with child abuse issues are related. It should be remembered, however, 
that in the study reported in chapter two,  the point was made that only about ten 
percentage of people actually mentioned confidence when they were asked what they 
had got out of the courses. In this study they were specifically asked whether they 
felt confident. Whether confidence is actually important to them is a different matter. 
If the question is asked in a structured questionnaire people will answer it, whether it 
 89
has any importance to them or not. This does raise the issue of the need when 
designing a structured questionnaire to ensure the relevance of questions. This should 
be the relevance to the participants rather than to the tutor. A high confidence score 
may look good on an evaluation form but have little actual significance on behaviour 
as was the case in this study. 
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CHAPTER FIVE 
ACTIVITY MEASURE EVALUATIONS: A STUDY OF LONG 
TERM MEASURES, AND YARDSTICKS OF COURSE 
EFFECTIVENESS 
In the study reported in chapter four it was shown how the effort-reward model 
promoted by Siegrist (1996) predicted the activities undertaken by course 
participants. Activities which required the least effort were carried out. It was 
suggested the course evaluation demonstrated not which parts of the course were 
more effective, but which parts of the course were linked to the activities which 
required less effort. This view will be re-tested in a study conducted three years after 
a course was run and looking at very different activities. The reason for the three 
year delay follows observations made by Hoyt and Howard (1978), and Warr, Bird 
and Rackham (1971) who indicate comments made about a course when it finishes is 
only one sort of evaluation. Many activities carried out as a result of skills learned in 
a course can take time to set up and organise.  
 
The interpretation of activity measures being challenged here is partly supported by 
research findings taken from college student studies, where poor performance on a 
test, is attributed to poor teaching on an aspect of a course. Typical of these is that of 
Maynard et al (2002), who report on how well psychology students remembered 
course material, and interpret student failure in terms of poor course presentation. 
Siegrist’s theory will be applied in a slightly different way to involve the personal 
control individuals have over activities. This was one of the broader implications of 
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the effort-reward model which Siegrist (1996) highlighted. He suggested there was a 
link between the amount of control the individual had over an activity and the 
amount of effort involved. The principles he outlined are here transferred to course 
evaluations using activity measures. 
 
In the study reported in this chapter, an activity evaluation questionnaire was 
distributed to participants on the child abuse training course (CATI) three years after 
completion. The course was sponsored by a Local Education Authority (LEA), which 
did not in this instance have the funding to conduct a long term evaluation. The 
researcher was, however, able to gain LEA co-operation to conduct an evaluation for 
purposes of this thesis. An evaluation questionnaire was designed by the researcher, 
in conjunction with the Authority, to contain the measures they would normally 
incorporate in this type of course evaluation. These consisted of activity and attitude 
measures, which were considered by the LEA to be important outcomes of the 
course. This course provided a rare opportunity to conduct a long term evaluation. 
Most undergraduates, for example, are difficult to contact after they leave college. 
 
The use, over the long term, of child abuse materials, which were demonstrated in 
the child abuse course (CATI) will be examined. It is suggested some require more 
teacher involvement and will be used less than others. Previous research has certainly 
shown varied take up of course activities. Johnson (1994), for example, examined 
primary prevention programmes in six Australian schools.  It was expected that, after 
training, the thirty five teachers would undertake the role of delivering the 
programme to pupils. The findings showed that only three of them fully undertook 
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that role, the others either selecting some items from the course or did not deliver any 
of it. No indication was given by Johnson as to why this occurred. It was argued in 
the study reported in chapter four of this thesis course participants did not decide to 
carry out an activity by chance. They seem to make their decision on the basis of 
how much effort is involved and what they got out of it in terms of reward. This is 
important from the point of view of evaluating a course. It implies measures of 
activities carried out tells us more about the course participants than about the merits 
of aspects of the course. 
 
This argument will be developed to suggest another reason for certain activities 
being carried out is they are under the direct control of course participants. These are 
easier to complete than  those which require co-operation and/or support from others. 
This comes back again to the effort-reward model, but from a slightly different 
perspective. Importantly any decision to implement an activity may be taken by 
someone other than the course participant.  
 
Over the long term not only are behaviours expected to change but with the CATI 
course the sponsoring Local Education Authority stressed they expected there to be 
an attitude change as a result of participation in the course. Advantage was taken of 
this to consider something which is rarely taken into account by those evaluating 
courses, namely the use of a yardstick or comparison to demonstrate the 
effectiveness of a course. 
 
Smith and Beno (1993) in their model of evaluation referred to attitude change by the 
participants as being an important long term effect of a course, because of the 
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assumption attitudes can be linked with behaviour. Whether this assumption can be 
justified from the research evidence is, however, debatable. There is much 
unresolved conflict of opinion about whether attitude change and behaviour change 
can be linked. Eagly and Chaiken (1993) describe attitudes as 'an inferred state with 
observable cognitive, affective and behavioural responses'. Wicker (1969) reviewed a 
number of studies and concluded that attitude and attitude change did not predict 
subsequent behaviour. Later studies, however,  refute those findings. Fishbein and 
Ajzen (1974) suggest that examining a person's behavioural intentions can provide an 
indication of their attitudes toward an 'object', but that it is not possible to predict 
behaviour as a result of identifying an attitude towards an object. Kahle and Berman 
(1979), on the other hand, showed that an attitude can predict specific behaviour if 
the occurrences are aggregated over a period of time.  In addition Triandis (1982), 
supported more recently by Kraus (1995), showed that if a number of confounding 
influences can be neutralised it is possible to use a knowledge of attitudes to make 
accurate predictions of behaviour. This view is supported by Gibbons et al (1998). In 
spite of this disagreement, from the point of view of this study, to take into account 
the view of the LEA, attitudes are a measure to be examined. It is not intended here 
to become involved in the theoretical debate about the link between attitude and 
behaviour. 
 
Attitudes of teachers towards child abuse have a number of characteristics, which 
need to be mentioned briefly, to put the attitudinal questions to be used in this study 
in context. Teachers, according to David (1993), play an important part in the 
identification of child maltreatment due to their close contact over long periods. The 
research carried out by Lawlor (1993), in the Republic of Ireland, indicates a high 
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level of denial and a low level of acceptance that abuse takes place, particularly with 
'their' children.  Johnson (1994) confirmed these findings in a later study in South 
East Australia.  He also noted the acceptance that abuse occurred, but not with 'their' 
children, as did Warden (1996) two years later. Many teachers, according to Maher 
(1987) perceive themselves as being inexpert in the field of child abuse and 
according to Jones and Pickett (1987) lack the confidence to deal with suspicions. 
Hinson and Fossey (2000) in a recent survey of teachers found many were unable to 
recognise the symptoms of abuse, and were also reluctant to report abuse for fear of 
the consequences to themselves and the child. This does suggest, for teachers, the 
issue of abuse is one in which they are not happy to become too involved.  
 
From the point of view of this present study long term evaluations of courses need to 
be examined in their contemporary context. There needs to be yardsticks against 
which to compare measures of evaluation which are used. Rae (1997 p77) provides a 
clear idea how control groups should be used in training programmes. He explains 
the group that receives the training should be tested before and after the course. The 
control group should be tested at the same times, but should not receive the course. 
He expects to find an improvement in those who attended the course, but not in the 
control group. In the ‘real world’ of training this procedure was not typically 
followed by the LEA and from discussions with senior training executives from an 
American company (Capital One) and an English company (Norwich Union), is 
rarely used for a number of reasons. First  access to participants before the courses is 
rare. Second to have tried to have done this in the courses would  have consumed 
more time than was acceptable for courses involved in acquiring a wide range of 
skills. Third  the exercise would have been of little value due to the fact the 
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participants were to learn skills and gain information about which they actually knew 
very little beforehand. Their pre-course performance would have been poor and 
sponsors were concerned about a de-motivating effect. Fourth there was a practical 
problem, for most course providers, would not permit evaluation forms to be 
identified to individuals. This was due to  possible links between career prospects 
and many measures which could be used for evaluations. This made it difficult to 
link pre and post course forms and test for a difference. As in the present study, 
before and after measures are often not available another option needed to be used. 
 
Foster and Parker (1999 p. 26) indicate that in order to measure the effects of an 
independent variable, it is ideal to have a control group formed from the same group 
of people as took part in the experimental group. According to the basic requirements 
of experimental studies they should then be randomly assigned. From discussions 
with the LEA, and other commercial course training departments, it was discovered 
that they commonly used one of two types of control group to measure the 
effectiveness of their training courses. One consisted of employees who were doing 
the job concerned but had not received any formal training. This was considered 
quite an exacting yardstick to judge a course against. The other, if appropriate, was to 
compare the course participants against another work group who had neither received 
training nor were they doing the job. For purposes of this study it was possible for 
both sorts of control group to be included.  
 
The first control group compared the Child Abuse Training Initiative (CATI) sample 
to senior teachers who had not attended the course, but were child abuse co-
ordinators. This group were appointed after the initial CATI training programme had 
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been completed. Their training for the post was very varied. Some would have 
attended In Service Educational and Training Sessions (INSETS) or short sessions on 
aspects of child abuse given by ex CATI participants, others would merely have 
received literature and others may have been given some one to one guidance. Some 
of them would have moved from outside the county from where it is unlikely they 
would have received anything like the CATI course. The county where the present 
study was conducted was in the forefront of child protection training for teachers at 
the time. The main difference between these co-ordinators and the CATI sample 
would therefore be whether they had attending the actual CATI training course. 
 
The second control group consisted of teachers who had not attended the course and 
had no experience as child abuse co-ordinators. These teachers were relatively newly 
qualified, so it was known they should have some knowledge of child abuse, from 
their PGCE courses. The average length of experience was 3.7 years. The teachers 
with this length of service were chosen so a realistic comparison could be made on 
items on the questionnaire involving the three year time scale with the CATI senior 
teachers. 
 
The idea of these sort of control groups has some academic support. Breakwell et al 
(2000 p. 77/8) for example, argued when it is not practicable to conduct a proper 
experiment with a control group it is far better to use some sort of ‘comparison 
group’ and it should not be assumed they are inferior to an experimental control. 
Hayes (2000 p. 51) points out in a field study, in real life situations it is rarely 
possible to have a proper control group. She argues very often the advantage of a real 
life study outweighs any gain from having a control. Hayes argues, (2000 p 41) if a 
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common pool of participants is not practicable it is acceptable to match the 
participants in the two conditions. This does not satisfy all of the requirements of a 
control group but it does enable comparisons to be made between two or more 
conditions. Where appropriate, measures of evaluation will be assessed in the present 
study in relation to the two yardsticks offered by either one, and at times by both of 
these two control groups, to see whether they provide similar interpretations of the 
effectiveness of the course.  
 
This study investigated two main influences on activity measures, namely effort and 
control. It also looks at the effect on attitudes of the courses. 
 
It was hypothesised that: 
1. The material most used in the curriculum, would be that which required less 
involvement/effort by the teachers.  
2. The course participants  are more likely, than a control group, to carry out 
activities which are under their control  than activities not under their control. 
3. The attitudes of those who took part in the CATI course would be more ‘positive’ 
towards child abuse than those of the control groups.  
 
The two control or comparison groups are intended to illustrate the usefulness or 
otherwise of yardsticks to establish external evidence of the effect of the course. 
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METHOD: 
Timing of the study: 
The three year time scale was selected for a number of reasons. First, to allow time 
for INSETS to be organised and run. In many schools they are planned  twelve 
months in advance. Second, according to Petty (19940 to allow time for peripheral 
attitude change to take place. Third, a longer time period would have resulted, in too 
many of the CATI trainers having left their posts due to staff turnover. 
 
Participants: 
Questionnaires were sent to the 529 named co-ordinators in the county. 273 were 
returned from CATI participants. A further 101 were returned from co-ordinators 
who had not been on the CATI course. This latter formed the first control group. A 
second control group consisted of qualified teachers, contacted during two teachers 
conferences. Of those given questionnaires 360 were included in the study who 
satisfied the following criteria. They had been teaching for at least three years (mean 
3.7 years) and were not child abuse co-ordinators, nor were they from the schools 
included in the main sample. They had some basic knowledge of child abuse from 
their PGCE courses. The teachers with this length of service were chosen so a 
realistic comparison could be made because a question specified links to that time 
period. 
 
Ethical considerations: 
All participants whether approached by post or in person at the conferences were 
informed in writing their participation was voluntary, and given detail of the nature 
of the task. No deception was involved. No inducements were given and their 
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responses were treated anonymously. All were provided with a mailing address from 
which to obtain feedback from the researcher. 
Preparing the questionnaire: 
The questionnaire was devised to match others typically used with other Local 
Education Authority (LEA) courses. The LEA stressed the need for an awareness of 
the professional status of those being asked to complete the questionnaire.  Their 
highly pressured schedules meant that it was essential to limit the length and type of 
response required. The LEA representatives argued  Heads and Deputy Heads were 
not going to spend much more than fifteen minutes doing  more than ticking boxes or 
writing single word answers, although the opportunity for longer responses needed to 
be provided. This sort of limitation is a consequence of trying to examine evaluation 
methods in a ‘real world’ situation. Hopefully, however,  this reduced the likelihood 
of  the criticism recently levelled by Cone (2000) of the tendency for researchers to 
use controlled artificial conditions to look at evaluation methodology.  
 
Child Protection may be perceived by many to be a sensitive and threatening area on 
which to complete a questionnaire.  It could be classed as one of Lee's (1993) 
'forbidden research terrains'.  This restricted the methods for collecting data (Sudman 
and Bradburn 1982), and the method of administration.  It was decided that a 
retrospective, cohort design as defined by Fink (1995), was suitable.  It would be a 
self administered mail survey.  The clear advantages of this method are that all 
previous participants could be approached without costly, time consuming telephone 
conversations or journeys for face to face interviews.  As Bourque and Fielder (1995) 
found, one can have wider geographic coverage, larger samples and the likelihood of 
higher response rates than normal. Bourque and Fielder (1995) discuss the possible 
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drawbacks, namely the need for absolute clarity in each question in order to gain 
meaningful responses, the need for questions to be meaningful and the ability of the 
researcher to allocate suitable times for the mail shots. 
 
The questionnaire followed a sequence with clearly marked sections and questions, 
each being introduced by succinct, heavy type instructions for completion. See the 
appendix linked to this chapter for a copy of the questionnaire.  The sequencing 
involved respondent information, historical involvement with child protection, long 
term recollections of the original courses and indications of current attitudes towards 
child protection. 
 
A variety of response formats were used, as appropriate. All the sections and 
questions within them were designed to avoid the pitfalls identified by Bourque and 
Fielder (1995) which included questions being split across two pages, the use of 
jargon, inconsistency in format and lack of logical order. The entire questionnaire 
comprised thirty eight questions requiring a possible maximum forty five responses. 
The draft questionnaire was proof read by three professional people, not all of whom 
had experience of any child abuse incidents.  The three comprised a senior County 
Hall Education Officer, a County Hall legal representative and an Education Project 
Team Leader.  Modifications were made in light of their recommendations. In 
addition to the requirement by the LEA that consultations should take place these 
discussions took into account Menges’s (1997) view that meeting and discussing 
plans of this sort with all those involved with it including potential participants and 
sponsoring bodies ensures ownership and thus maximum benefit. Further, of course, 
 101
as Schuster (1997) notes the support of the administration and power bodies is 
necessary to provide access, which was so in this case.  
 
A pilot study was undertaken using ten teachers who were CATI trained. They all 
had experience of dealing with child abuse cases, worked in a number of different 
schools, and were not be involved in the final sample. They were individually given 
the questionnaire. They were asked to do two things. First to record how long it took 
to complete and second to make a note of any ambiguities difficulties or concerns 
they may have had about the questions. They were to report these back to the 
researcher who collected them personally within a two day time period. Only minor 
alterations were required. It should be noted that the phraseology of the questions 
where activities are involved refers to what has taken place in school, not what the 
course participants have done for themselves. This was because of comments made 
by the pilot sample that many activities would be delegated. This was also necessary 
for the qualified teachers control group questionnaire as they could not have 
organised activities themselves, but would have been taking part in activities 
occurring in their school. The pilot was in line with recommendations made by a 
number of authors including, Bourque & Fielder (1995), De Vaux (1991), Newell 
(1993) and Youngman (1987). Below The sections of the questionnaire as referred to 
in the hypotheses are detailed: 
 
THE EVALUATION QUESTIONNAIRE 
Hypothesis 1. The material most used in the curriculum, would be that which 
required less involvement by the teachers.  
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There follows the measures included in the questionnaire which are referred to in 
relation to this hypothesis. 
Teaching materials measures: 
This lists commercial materials which were available for use by schools. These 
included: Kidscape, Stranger danger, Teenscape, Where to go for help, Assertiveness 
Training, and How to deal with harassment. 
 
Scale for effort required to use teaching materials: 
Following the procedure of Holmes and Rahe (1967) for creating a scale, ten 
teachers were individually allowed to familiarise themselves with the materials, to be 
used as a measure in the evaluation. They were given cards and asked to rank them in 
order, with that involving the least teacher effort on the top, then the second amount 
of effort and so on. The scale produced is shown in table 5.1: 
                                                  Table 5.1 
Effort required scale 
Title of materials Mean rank order 
Smallest score 
easiest for teacher 
to administer. 
Standard deviation 
in brackets 
Kidscape 1.4  (0.52) 
Stranger danger 1.6  (0.52) 
Teenscape 3.2  (0.42) 
Where to go for help 4.4  (0.52) 
Assertiveness 
training 
5.0  (0.67) 
How to deal with 
harassment 
5.6  (0.84) 
 
Hypothesis 2.  The course participants are more likely, than a control group, to 
carry out activities which are under their control than activities not under their 
control. 
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There follows the measures included in the questionnaire which are referred to in 
relation to this hypothesis. Three items acted as measures to test this hypothesis. Due 
to their nature each was compiled in a different manner. This also meant it was not 
possible meaningfully to compare numerical data between the various measures. 
Instead a technique normally used by the LEA involving a control group was used 
for purposes of this study. The performance of the CATI course participants was 
compared to the control group of co-ordinators who had not attended the CATI 
course. 
 
The three measures included: 
Number of referrals: 
This measure was not under total control of the co-ordinators. The number of 
referrals made for children who may have been abused, refers to the total in the 
school not the number made by the co-ordinator. This could be influenced by the size 
of the school, the location of the school and the co-operation and agreement of other 
agencies such as the Social services  
In service Educational and Training Sessions (INSETS) 
A measure not under the total control of the co-ordinators. This measure of the 
impact of the course is whether the school of the co-ordinator had been involved in 
INSETS about child abuse. This will be influenced by the size of the school, the 
norm for the school’s INSET programme and the influence of specialist interest 
groups within the school.  
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There were additional questions asking co-ordinators to rank in order of importance 
reasons, if appropriate, why INSETS on child protection training had not taken place, 
should this be relevant to the school. 
 
Activities carried out in school: 
This was primarily under the direct control of the individual, not requiring co-
operation from others to carry out. This concerned other activities which had taken 
place in the school and included revision of school guidelines. Use of material for 
child protection training and attendance by staff on any training courses concerning 
abuse, other than INSETS.  
 
Hypothesis 3. The attitudes of those who took part in the CATI course would be more 
‘positive’ towards child abuse than those of the control groups.  
There follows the measures included in the questionnaire which are referred to in 
relation to this hypothesis. This concerned a range of feelings and attitudes towards 
child abuse and protection. These questions were partly inspired by responses to the 
earlier open ended evaluations at the end of days one and two. A thematic analysis of 
those responses provided some basis for the design of the questionnaire. Examples of 
these responses can be seen in table 5.2. The statements were designed to take into 
account the need to be suitable for both the control groups, who had not attended the 
courses. The number of questions included were kept to the minimum necessary in 
order to meet a requirement of the LEA regarding the effort required in completing 
it. 
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Table 5.2 
A diagram to show the groupings for comments from participants on the open ended 
evaluations of days one, two and three which indicated an attitude towards child 
abuse 
 
 
          
          
 
 
                  
 
                  
 
 
 
                  
               
 
            
 
 
          
          
 
      
 
                  
                 
                  
 
             
                 
                 
                 
 
 
 
 
          
          
 
 
 
Reassurance gained, 
now happier, more 
positive. 
Avoidance of the 
subject and the 
course. 
It is worrying, 
causes anxiety. 
 
  ATTITUDES 
Have fears, doubts about child 
abuse procedures in school  
Feel inadequate. 
It is depressing, unpleasant, 
overwhelming. 
Some teachers have 
no experience of it.  
Feelings of role 
responsibility. 
Parents need to be 
involved 
Emotions 
hindered. 
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Material in syllabus 
Two measures were used here.: 
i. an attitude question as follows: 
The percentage of our curriculum which deals with child protection issues is 
sufficient 
ii. a score based on the activities/materials actually used in  teaching. These 
included: Kidscape, Stranger danger, Teenscape, Where to go for help, Assertiveness 
Training, and How to deal with harassment. 
 
Feelings about Knowledge of abuse: 
 It was also intended in CATI that teachers should be given  a good grounding of the 
procedures, and be made aware of what they should and should not do when faced 
with a child who may have been abused.  
A single statement regarding their feelings about their knowledge of procedures was 
also included.  
I know what is required of me when dealing 
with a child who has, or may have been, 
abused. 
 
Acceptance abuse occurs: 
Lawlor (1993) found denial of abuse was common amongst teachers.  
The following four statements were related to the acceptance that child abuse occurs 
and that they as teachers have an involvement.  
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A teachers job is to teach, not to act as a 
social worker. 
Child abuse referrals are given too high a 
priority in my school. 
I have a legal and professional obligation to 
refer suspected abuse to my co-ordinator 
If a child is not presenting any problems, 
suspected abuse is better ignored. 
 
Confidence: 
A measure of confidence in school procedures to deal with child abuse and 
protection was included. Two statements were concerned with confidence in the 
processes in the school for dealing with protection issues  
I feel my school has a useful set of 
guidelines for staff to follow when dealing 
with suspected abuse. 
I am happy with the level of staff training 
for child protection which takes place in my 
school 
 
Contact with parents: 
Researchers, for example Elman (2000), indicate that parental involvement with all 
aspects of school is a good thing. The following statement concerned an awareness 
of the need to be closely involved with parents as a means of identifying and dealing 
with issues concerned with abuse. 
I feel that regular contact with parents is 
very important for a child's progress and 
well being at school. 
 
Questionnaire design: 
A four point scale of agreement was used in order to prevent avoidance responses by 
the use of a neutral option. Wells and Marwell (1976 p 83) argue that having a 
neutral point in a response scale provides a “golden mean” or the opportunity for an 
evasive response style.  Wrightsman and Deaux (1981 p318) clearly outline the 
 108
advantages of using closed end questions when measuring attitude. They record low 
reliability when open ended responses are analysed with different answers given to 
the same questions by the same respondents on different occasions. The decision to 
use a Likert scale was encouraged by the LEA, as their preferred method of 
measurement. In order to standardise the positive rating it was necessary to reverse 
the scale for certain questions because the positive response was shown by 
disagreement with the statement. Some statements were reversed to avoid ‘response 
set’. The highest positive agreement scoring four. 
Administering the questionnaires:  
According to Dillman (1978), it is possible to obtain mail shot returns which are 
nearly as high as face to face returns, if certain criteria are strictly adhered to. These 
include minimising the effort for respondents completing the questionnaire. This can 
be done by, for example, making the questions easy to answer, having a small 
number of questions, keeping the time required to a minimum and providing an easy 
means for them to return the questionnaire. Secondly making completing the 
questionnaire as rewarding as possible. Examples of ways to do this include sending 
it to named individuals, making them feel they are important by consulting them and 
offering profuse thanks for their efforts. Dillman’s third main recommendation is to 
ensure that the participants feel their answers are given in confidence.  
 
For this survey it was possible to ensure that the following advantageous factors were 
addressed:- 
 
a) each questionnaire was addressed to the Child Abuse Co-ordinator by name in 
90% of schools.  The registered names being obtained from the lists kept by the 
Local Education Authority who facilitated their circulation and return through the 
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official internal mail system. The questionnaires were sent out during the Easter term 
in order to arrive and be completed before the half term holiday, possible parent 
evenings and known state or internal examination periods. Boice (1992) and Elser 
and Chauvin (1996) all point out the time of the academic year can have a significant 
effect on return rates. It is best to avoid times when participants are busy with other 
things. 
b)  after an allowed turn round time of three weeks (the internal post service only 
operated weekly) a replacement questionnaire and accompanying letter was sent to 
all those who may not have replied.  Although the responses were expected to be 
anonymous many schools identified themselves, making it only necessary to follow 
up those who had not identified themselves on their returns. 
c) in line with the format most likely to enhance response rate (Newell 1993), the 
letter accompanying the questionnaires adhered to several guidelines.  It was 
confined to one side of A4 and addressed to a named recipient.  The purpose of the 
survey was clearly and briefly outlined, with the assurance that anonymity would be 
maintained.  Respondents were provided with a contact name and number should 
they wish to query any aspect of the questionnaire. After a conclusion thanking 
respondents for their time and co-operation, each letter was signed in blue ink to 
show that it was not photocopied.  
Return rates for mail shot: 
Bourque and Fielder (1995) advise that a 20% response rate is the most likely that 
one can expect. In a study involving a mail shot concerning child abuse Bannon et al 
(1999) used a sample of General Practitioners. This is arguably a comparable sample 
to the Head Teachers in terms of professional standing. Out of the 3102 
questionnaires sent a total of 1000 were returned. That is a response rate of 33%. 
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Furthermore Lawlor (1993) with a postal questionnaire to primary school teachers 
had a response rate of 45%. Paolo et al (2000) in  a survey of mail shot response rates 
found an average response rate of 41%. Of the 381 returns 273 had been on CATI 
and so were of the original sample who had taken the course. Bearing in mind the 
non CATI responses had replaced members of the original sample who had retired or 
ceased to be co-ordinators  there would only actually have been a maximum of 428 
CATI participants in post. The response rate was therefore 89%. 
 
RESULTS 
Hypothesis 1.  The material most used in the curriculum, would be that which 
required less involvement by the teachers.  A further test of the effort-reward model. 
The hypothesis is supported by the data. The materials are ranked in order of most 
used. The correlation between the effort scale and the use co-ordinators who did 
attend CATI make of the materials is .874 which is in the high range of correlations, 
according to Sheehan and DuPrey (1996). This correlation is significant at the .033 
level. For the co-ordinators who did not attend CATI the correlation between the 
effort scale and the use made of materials is slightly lower at .689, but almost in the 
high range. The correlation for the co-ordinators who did and those who did not 
attend CATI is .947. It would seem a very similar pattern of materials was used. This 
pattern in both cases reflects the amount of effort involved. The number in the 
column to the right of each item in table 5.3 shows the ranking on the effort scale, as 
described in Table 5.1. It is clear that the most used are those which can be given the 
children to use by themselves, the least those which include teacher involvement at 
the bottom of the list. This does support the notion with very different materials, 
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which was illustrated in the study reported in chapter four that the amount of effort 
involved will determine how much something is done.  
Table 5.3 
Showing for use of materials in school comparisons between co-ordinators who did 
not attend  CATI (n=101) and those who did (n=273). The number to the right of the 
‘materials used box’ shows the ranking of that item on the ‘effort  scale’. 1 indicates 
smallest amount of effort and 7 the greatest amount. 
Materials used with 
most frequent at top. 
Number on left shows 
rank order on scale of 
effort 
Mean 
rank 
order. 
Low 
score 
less 
effort 
Mean 
scores
Standard 
deviations 
t. score 
df. = 372 
Signif
icance
Stranger Danger 
Co-ordinators who did 
not attend CATI 
Co-ordinators who did 
attend CATI 
2  
 
.48 
 
.47 
 
 
.50 
 
.50 
 
 
.13 
 
 
.892 
Kidscape 
Co-ordinators who did 
not attend CATI 
Co-ordinators who did 
attend CATI 
1  
 
.19 
 
.29 
 
 
.39 
 
.46 
 
 
2.09 
 
 
.037 * 
Where to go for help 
Co-ordinators who did 
not attend CATI 
Co-ordinators who did 
attend CATI 
3 
 
 
 
.12 
 
.26 
 
 
3.2 
 
.44 
 
 
2.92 
 
 
.004 * 
Assertiveness training 
Co-ordinators who did 
not attend CATI 
Co-ordinators who did 
attend CATI 
4 
 
 
 
.08 
 
.17 
 
 
.28 
 
.38 
 
 
2.03 
 
 
.043 * 
How to deal with 
harassment 
Co-ordinators who did 
not attend CATI 
Co-ordinators who did 
attend CATI 
5 
 
 
 
 
.05 
 
.12 
 
 
 
.22 
 
.33 
 
 
 
2.14 
 
 
 
.033 * 
Teenscape 
Co-ordinators who did 
not attend CATI 
Co-ordinators who did 
attend CATI 
6 
 
 
 
.02 
 
.04 
 
 
.14 
 
.20 
 
 
1.11 
 
 
.270 
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The various materials used by the teachers, creates a picture of how they are 
informing children about abuse. It also raises doubt about how well they present the 
material.  Looking at table 5.3, `stranger danger`, which was classed as easy to use is 
material which they can give to the children, without having to talk about it. Whether 
it should be the most used is doubtful as most of the threat to children comes from 
within the home, and not from strangers (Bowen 2000, Lewis and Creighton 1999 
and Haapasalo and Aaltonen 1999).  With the exception of `teenscape`, most of the 
material less likely to be used has to be presented by the teacher to the children. It 
suggests the teachers are not doing as much as they could themselves, relying on the 
children reading it for themselves.  
 
Finally the comparison with the control group of co-ordinators who did not attend 
CATI provides evidence to support the impact of the child abuse course (CATI). Co-
ordinators who attended CATI reported a greater use of four of the five types of 
teaching materials than did co-ordinators who did not attend CATI.   
 
Hypothesis 2.  The course participants compared with a control group, are more 
likely to carry out activities which are under their control  than activities not under 
their control. (Yardsticks to measure course effectiveness). 
This hypothesis is supported, for more activities which were under individual control 
had taken place in the schools attended by the CATI participants than non CATI co-
ordinators as can be seen in Table 5.4. Schools in which the CATI participants were 
based were involved in more activities related to child protection than did non CATI 
co-ordinators. These activities included revising school guidelines, borrowing child 
protection resources and attendance of staff at child protection courses other than 
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INSETS. They had more confidence in their school’s procedures to deal with child 
abuse/protection than did the non CATI co-ordinators. There was not a significant 
difference in the number of referrals made nor in the number of INSETS held in their 
schools. These measures are least under the direct control of the co-ordinators. With 
referrals for example much would depend on the relationship with other agencies and 
the historic pattern of referring which was present in the school.  
 
Table 5.4 
Showing comparisons between the co-ordinators who did not attend CATI (n=101) 
and co-ordinators who did attend CATI(n=273) 
 Mean 
scores 
Standard 
deviations 
t. score 
df. = 372 
Significance 
           Under own Control    
Activities in school 
Co-ordinators who 
did not attend CATI 
Co-ordinators who 
did attend CATI 
 
 
0.94 
 
1.36 
 
 
 
1.06 
 
1.25 
 
 
3.02 
 
 
.003 * 
        Not under own  Control    
Number of referrals 
Co-ordinators who 
did not attend CATI 
Co-ordinators who 
did attend CATI 
 
 
1.65 
 
1.62 
 
 
.75 
 
.74 
 
 
.356 
 
 
.722 
Number of INSETS 
Co-ordinators who 
did not attend CATI 
Co-ordinators who 
did attend CATI 
 
 
2.74 
 
3.24 
 
 
2.25 
 
2.49 
 
 
1.77 
 
 
.078 
 
Comparison with the first ‘control’ group (Yardstick measure): 
It is encouraging to see some impact on behaviour of the sample who attended the 
training course as compared with those who did not. Using this measure certainly 
makes the course appear to have been a success. This finding is in keeping with other 
studies which have shown the practical effects of training. Kneringer and Page 
(1999) found after training, the new behaviour which had been taught was continued 
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for up to one year when the evaluation took place. A study, which is closely related 
to the present one in terms of topic, offers more support.  Rosenblum (1999) reported 
in her survey that there was evidence that early training in child abuse matters had a 
long lasting effect on clinical practitioners and had the effect of making them 
continue to take a greater interest in the topic than those not in receipt of early 
training. The result is, quite heartening as an example of the positive effect of CATI, 
for as Rutherford and Frana (1995) point out, the longer someone has been working 
the less likely they are to break old habits and adopt new methods. Some of the CATI 
participants had a lengthy experience in schools. It is, however noticeable that 
schools with CATI participants were no more likely to use of INSETS for 
disseminating information about child protection than schools where members of the 
control group were based. If this measure alone had been used to evaluate the 
effectiveness of the course it would not have been considered successful. 
 
Why were INSETS not provided? 
Two hundred and thirty five out of three hundred and seventy respondents, of the 
questionnaires, failed to record that any child abuse/protection INSET had been 
carried out in their schools. Table 5.5 shows that the main reason was that they had 
other more urgent problems. The hypothesis was based on the assumption INSETS 
were not run because they were not under the control of the staff. Certainly from this 
questionnaire it is clear that lack of resources was not the cause. It was that INSETS 
on child abuse were a low priority in the schools. Those who determine priority may 
well have been people other than the co-ordinators themselves. As a measure to 
judge the success of a course it would not seem to be an appropriate one as it 
depends on many factors outside the control of the course participants. 
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Table 5.5. 
Showing the reasons for the failure of a school for running any child abuse/protection 
INSETS. (N=374) 
Reasons in rank 
order with no 1 as 
the most often 
CATI SAMPLE  
n=273 
Mean score, 
standard deviation 
in brackets 
Non CATI sample 
n=102 
Mean score, 
standard deviation in 
brackets 
1. Other more 
urgent priorities 
2.68 (2.46) 3.12 (2.34) 
2. Financial 
constraints 
1.06 (1.80) 1.75 (2.00) 
3. No suitable 
course/resources 
.44 (1.14) .83 (1.53) 
4. Staff cutbacks 
 
.34 (.95) .68 (1295) 
5. Unable to find 
someone to deliver 
it on the dates 
required 
.25 (.77) .52 (1.22) 
 
It is evident from these findings that measures used for evaluations need to be 
derived clearly from what the participants can actually do. Some items were under 
their control. Others such as the holding of INSETS were not. The effect of CATI 
was evident with the former. In any evaluation of a programme this difference 
between measures which either are, or are not under the direct control of the 
participants is an important thing to take into account.  
 
A final point about this data is extremely important in relation to the use of control 
groups as a means of providing a yardstick for the assessment of the impact of a 
course. The data in table 5.4 shows no significant difference in the CATI respondents 
and the co-ordinators in office who did not attend the course, on the two measures: 
referrals and INSETS. If these had been the only evaluation measures used the 
course would have been considered a failure. In fact it has been suggested here this is 
not a poor reflection of the course but rather a reflection of the fact these particular 
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activities are not actually under the control of the co-ordinators. On the other hand if 
other ‘activities’ carried out had been the measure the course would have been 
considered a great success. It appears to be crucial what measures are chosen 
whether a course is evaluated positively. It has been shown here that the control the 
participants have over the activities is a factor which needs to be taken into account 
when selecting measures.  
 
Hypothesis 3. The attitudes of those who took part in the CATI course would be more 
‘positive’ towards child abuse than those of the control groups. (Yardsticks used to 
measure course effectiveness): 
Support for this hypotheses is mixed. Table 5.6 shows when the attitude statement 
“The percentage of our curriculum which deals with child protection issues is 
sufficient” is used as a measure there is no significant difference between the CATI 
course sample and the  control group of co-ordinators who did not attend the CATI 
course. Use of this attitude measure would indicate the course did not have an 
impact. In the light of the dispute over the link between attitudes and behaviour, a 
measure of behaviour was included here. When the number of activities included in 
the syllabuses by CATI and non CATI co-ordinators is compared. The CATI co-
ordinators include more child abuse activities in their syllabus. On this behavioural 
measure the course does appear to have an effect. 
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Table 5.6 
Showing difference between CATI (n=273) and Non CATI (n=101) samples for 
attitude and total activities included in children’s curriculum. 
 
Measures 
Sample groups 
Mean score, 
standard 
deviations in 
brackets 
t. score df 373 Significance 
Attitude; % 
material in 
curriculum 
Non CATI 
sample 
CATI sample 
 
 
 
2.37 (.91) 
 
2.50 (.82) 
 
 
 
 
1.27 
 
 
 
 
.202 
Number of 
activities in 
curriculum 
Non CATI 
sample 
CATI sample 
 
 
 
0.94 (1.06) 
 
1.36 (1.25) 
 
 
 
 
3.02 
 
 
 
 
.003 * 
 
Table 5.7 shows the data for the four attitude and perceptual measures for the co-
ordinators who attended the CATI course and the co-ordinators who did not attend 
the course. From these comparisons it appears that the course had an effect on three 
of the four measures. The course could be considered to be moderately successful. 
Naturally it may be that the measures are not equally weighted in terms of their 
significance. Rarely do evaluations actually take the weighting of the significance of 
measures into account. This is a theme which will be developed in a questionnaire to 
be reported in chapter nine of this thesis. 
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Table 5.7 
Showing differences between co-ordinators who did attend CATI (n=273), and the 
co-ordinators who did not attend CATI (n=101), on the four attitude and perceptual 
measures. 
Measure and sub 
group 
Mean 
scores
Standard 
deviation 
t. score df 
in 
brackets 
Sig 
Feelings about 
Knowledge of 
what to do: 
Co-ordinators who 
attended CATI 
Co-ordinators who 
did not attend 
CATI 
 
 
 
 
3.26 
 
 
3.03 
 
 
 
 
.62 
 
 
.76. 
 
 
 
 
3.09(373) 
 
 
 
 
 
.002* 
 
Acceptance abuse 
takes place: 
Co-ordinators who 
attended CATI 
Co-ordinators who 
did not attend 
CATI 
 
 
 
13.12 
 
 
12.61 
 
 
 
1.87 
 
 
2.27 
 
 
 
2.20(373) 
 
 
 
 
.028* 
 
 
Confidence in 
school procedures: 
Co-ordinators who 
attended CATI 
Co-ordinators who 
did not attend 
CATI 
 
 
 
5.76 
 
 
5.22 
 
 
 
1.28 
 
 
1.45 
 
 
 
 
3,52(373) 
 
 
 
 
 
.000* 
 
Need for parent 
involvement: 
Co-ordinators who 
attended CATI 
Co-ordinators who 
did not attend 
CATI 
 
 
 
3.82 
 
 
3.80 
 
 
 
.54 
 
 
.58 
 
 
 
 
0.37(373) 
 
 
 
 
 
.712 
 
 
Comparison with a second ‘control’ group (Yardstick measure): 
If one looks at table 5.8 an even more convincing picture of the effect of the course 
emerges. When the CATI participants are compared to the qualified teachers who 
were not child abuse co-ordinators it is perfectly clear they score more highly on all 
four measures. Using this yardstick the course is shown to be remarkably successful. 
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Table 5.8 
Showing differences between co-ordinators who did attend CATI (n=273), and the 
qualified teachers sample (n=360), on the four attitude and perceptual measures. 
Measure and sub 
group 
Mean 
scores
Standard 
deviation 
t. score df 
in 
brackets 
Sig 
Feelings about 
Knowledge of 
what to do: 
Co-ordinators who 
attended CATI 
Qualified teachers 
 
 
 
 
3.26 
2.80 
 
 
 
 
.62 
.81 
 
 
 
 
 
8.06(630) 
 
 
 
 
 
.000* 
Acceptance abuse 
takes place: 
Co-ordinators who 
attended CATI 
Qualified teachers 
 
 
 
13.12 
12.08 
 
 
 
1.87 
2.48 
 
 
 
 
5.79(630) 
 
 
 
 
.000* 
Confidence in 
school procedures: 
Co-ordinators who 
attended CATI 
Qualified teachers 
 
 
 
5.76 
4.90 
 
 
 
1.28 
1.33 
 
 
 
 
8.17(630) 
 
 
 
 
.000* 
Need for parent 
involvement: 
Co-ordinators who 
attended CATI 
Qualified teachers 
 
 
 
3.82 
3.36 
 
 
 
.54 
.86 
 
 
 
 
7.84(630) 
 
 
 
 
.000* 
 
The results relating to the third hypothesis do raise a number of points about the way 
in which evaluations are conducted. The measures used do themselves produce very 
different results. Some of the attitude measures fail to show an effect of the course 
but what is actually done does show an effect. This depends on which control groups 
are used as yardsticks to measure the effect. 
 
DISCUSSION 
The study reported in this chapter provides a further test of the idea examined in 
chapter four that measures intended to evaluate the effectiveness of a course may be 
a greater reflection of the preferences of the participants than they are of the course 
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itself. This may have a marked significance on the interpretations which can be made 
from the results of any evaluation. It does seem, simply linking the performance of 
an activity with a judgement about the success of a course is not a very good idea. 
The transfer of an assumption based on those made in college student studies, 
typified by Maynard et al (2002), to the training skill environment is not appropriate. 
College students performance on tests may well reflect, to some extent, the quality of 
the teaching. Even here question spotting and individual interests need to be taken 
into account. In the skill training environment it is likely to reflect the effort required 
to produce the behaviour and the level of reward incurred. 
 
The second hypothesis does bring to the fore matters about which the participants 
have a direct control, there is evidence of an effect of the course. On matters for 
which they had to liase with others, for example setting up INSETS, there was no 
evidence of an effect from the course. It was argued that the number of referrals as a 
measure of the effectiveness of the course is a measure largely outside the control of 
the co-ordinator. On the other hand, for activities carried out in the school more 
under the control of the individual co-ordinators, the impact of the course was 
observed. This again makes the general point, with reference to all evaluations, of the 
need to ensure any measure used to evaluate a course are ones which are under the 
direct control of the person who took part in the course. 
 
The third finding involves evaluations based on attitudes being compared to 
behaviour. Here attitudes are shown to have little impact, but behaviour is shown to 
have changed. The use of attitudes as a measure was seen to be complex. Although in 
a recent study in a related area Tait and Purdie (2000) found the impact of a teacher 
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training programme which included material on children with disabilities produced 
minimal attitudes change towards them.  In the present study when the CATI co-
ordinators were compared to the non CATI trained co-ordinators they were seen to 
differ on three of the four measures. When the CATI group were compared with the 
qualified teachers the impact of the course was even more convincing having an 
impact on all four attitude measures. This raises the importance of a careful selection 
of a yardstick or control sample. Using only the non CATI trained confederates 
makes the course appear to have been less successful, than when the qualified 
teachers were used as a yardstick. 
 
The findings of this study show how a simple structured questionnaire designed to 
measure a variety of outcomes of a course can be influenced by a range of factors. 
There is a risk of accepting at face value the findings of an evaluation like this which 
was completed with the participants of this course. The evidence from this study 
indicates this is not always a wise thing to do. There are a whole range of factors 
which determine how useful activity and attitude measures displayed by people are 
as yardsticks of course effectiveness. These yardsticks need to be carefully selected. 
Conclusions reached about the effectiveness of a course may be influenced by a 
whole range of factors which may have little link with how good the course actually 
was. 
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CHAPTER SIX 
LIKERT SCALES: AN INVESTIGATION OF THE ‘HALO 
EFFECT’ ON THE EVALUATION OF TEACHING METHODS 
 
The study reported in this chapter is primarily concerned with investigating a social 
influence often referred to as  the ‘halo effect’. The vehicle used to examine this is 
based on an aspect of the model of evaluation outlined in chapter one by Smith and 
Beno (1993). They specifically mention teaching and learning techniques should be 
measured and their relative effectiveness taken into account. The study reported in 
this chapter attempts, in a small way, to do this. It is not intended to be an exhaustive 
examination of teaching methodology, but merely follows the theme of this thesis 
and carries out an evaluation often conducted by trainers and course providers. This 
study does what few others do and that is to compare different types of teaching used 
within the same course. This means the same teachers, and students are experiencing 
different teaching methods.  
 
As the study concerns individuals assessing different aspect of the course it is 
intended to see whether students view various aspects independently. There are 
various interpretations of what the ‘halo effect’ is. Thorndike (1920) for example 
interprets it in terms of how an overall impression of a person or situation will 
influence the way in which any specific factor is perceived. An overall favourable 
impression will, for example, result in a favourable reaction to a specific behaviour. 
It is quite difficult to relate this interpretation to evaluations. Most are not intended to 
provide a measure of overall impression. As has been seen in those used in the 
present thesis, they tend to look only at fairly specific factors such as the 
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performance of the lecturer. A second interpretation of the ‘halo effect’ which can 
more easily be related to the evaluation process is that put forward by Blum and 
Naylor (1968 p. 200). They see the ‘halo effect’ simply as the ; ‘tendency to let our 
assessment of an individual on one trait influence our evaluation of that person on 
other specific traits’. It is this interpretation which is to be adopted in this study for, 
in looking at the responses to three different teaching methods, the perception of 
those three is assumed to be independent when they are evaluated. If the ‘halo effect’ 
is influential then the results each individual displays for each type of teaching would 
be linked to each other. Those who like one type of teaching would also like another, 
and those who dislike one type would also dislike another.  
 
One of the problems with trying to show whether a ‘halo effect’ has occurred is, 
according to Thorndike (1920), that the various items may actually be related and so 
any relationship is based on real similarities rather than a social influence. In the 
present study it will shortly be argued that types of teaching are very different and so 
this problem is unlikely to be a major one. It is not possible to totally eliminate this 
problem but as Thorndike (1920), and more recently Mi-Young and Jyotika (2003), 
acknowledge only reasonable steps can be taken to take this into account. The 
method of testing whether a ‘halo effect’ occurs which was originally used by 
Thorndike and Hagen (1977) involved correlating scores for the various factors. This 
method has been used by other researchers such as Mi-Young and Jyotika (2003), 
and is thus used in this present study. Any impact of a ‘halo effect’ would conflict 
with one of the assumptions often made about course evaluations, that measurements 
of different factors were reflecting the salience of those factors and were not merely 
a product of a social influence.  
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Characteristics of the training methods used: 
The Child Abuse Training Initiative course (CATI) used a variety of training 
approaches to present a wide range of topics. It provides a useful vehicle with which 
to conduct an exercise which involves assessing the relative merits of various 
training techniques because they are very different to each other and can be 
considered not to fall into the trap identified by Thorndike (1920) of actually being 
alike..  
 
The Lecture: 
Different methods of training have been related to various educational aims. Studies 
reporting the importance of the credibility and "attractiveness" of the trainers have a 
long history ( for example Hemsley and  Doob 1978, Bachman et al 1988, Mackie et 
al 1990). More recently Grand (2000), argues that the presenter is a central part in 
any training process, highlighting the importance of the lecture method for providing 
information and stimulation for the dissemination of some types of material. 
Vanderstoep, Fagerlin and Feenstra (2000) are more specific, for in their study of 
Introductory Psychology courses they found evidence from testing the students that 
vivid instructional techniques of almost any sort, used by the lecturer, produced the 
best remembered aspects of the course. Of course, how teachers are seen by their 
students, cannot be totally separated from who the students are. Babad (2000), for 
example, report  high achievers saw the teacher as being more interactive and 
regarded them more positively. 
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Groupwork: 
Alternatively researchers have shown that learning, which involved the student 
actively, is more effective than when the student simply listens to a tutor. Haut, Hull 
and Irons (2000), with nurses attending post graduate training programmes, showed 
tutorial group teaching was a very effective way of improving knowledge. Many 
other researchers, for example, Thompson, Peters and Plaza (2004), have shown how 
involving students in the learning process in this way has helped make courses more 
effective. Groupwork, however, is not always the most effective means of training.  
Schmidt and Moust (2000) indicate, for small groupwork tutoring to be effective 
students need to be motivated to take part in the task. They also note it works better 
for some types of material than others. With a problem based approach, for example, 
it can be very successful. 
Individual working: 
Individual working has been shown to have advantages over group working as a 
means of effective studying  in some circumstances.  Henningsen et al (2000), found  
individuals working alone in a decision making task recalled more information than 
those working in groups of four or more.  
 
Huff and McNowa (1998) probably reach the most acceptable view. As a result of 
their findings from skill learning studies they point out that different training 
techniques are appropriate for different types of skill acquisition. A study by 
Thompson et al (1998) with a training course concerning domestic violence found 
that nine months after the course an evaluation showed the highest support was for 
specific content areas rather than any particular teaching technique. That no single 
approach to training has been found the most successful is supported by other 
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researchers. Lohman (2001), for instance, with on the job training programmes found 
that even “inductive” (groupwork, or self learning methods) were only effective 
under certain circumstances. It really does depend on what is being taught and to 
whom. The literature really does not point consistently towards any one technique 
being regarded any more favourably than any other.  
 
This study is a reasonable test of the hypothesis concerning the ‘halo effect’ as the 
various types of training methods are very different to one another. Most 
undergraduate courses used in evaluation studies employ one (often the lecture 
method) sometimes two approaches (often a lab or seminar). The CATI course used 
in this study provides a far greater test of the hypotheses than could be gained from 
an undergraduate study, for it includes a whole range of training techniques, 
including lecture, groupwork and individual working. These are all very different to 
each other. Laird (1985) suggests learning is a journey along highways which 
provide various routes to a destination.  Some routes will suit some travellers better 
than others but all will provide directional information and activities along the way.  
 
A crucial aspect of this study is the participants were not asked whether they liked 
any particular type of teaching but to indicate which material had been the most 
useful to them. Reactions to the various materials taught by the group approach were 
then collated, as were those taught by the individual method and those by the lecture 
method. The impact of the teaching methods were therefore assessed using this 
measure rather than a ‘liking scale’. We all tend to have our own fairly set 
preferences or likes. With a number of different aspects of the course being taught by 
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each method it is unlikely content would contribute totally to any differences 
between the types of teaching. 
 
It was hypothesised that: 
There would be a high positive correlation between scores on the measures 
representing the three types of teaching. This hypothesis is based on the assumption 
that a ‘halo effect’ will occur between the three styles of teaching. 
 
METHOD 
Participants: 
A total of 273 of the original CATI co-ordinators were circulated this section of a 
questionnaire three years after the CATI course was completed. 157 of the original 
sample responded. This was a 66% response rate. This questionnaire was included as 
an additional part of the one described in detail in the previous chapter and was 
distributed only to the original CATI course participants. 
 
Ethical considerations: 
All co-ordinators were informed in writing their participation was voluntary, and 
given detail of the nature of the task. No deception was involved. No inducements 
were given and their responses were treated anonymously. All were provided with a 
postal address from which to obtain feedback from the researcher. 
 
The Questionnaire: 
The questionnaire consisted of a number of questions which asked which modules 
from the original Child Abuse Training Initiative (CATI) course they felt had proved 
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most helpful to them since the course on a scale from “no help” to “extremely 
helpful”. Details of the modules and their method of presentation for the CATI 
course are included in the appendix linked to chapter two. The modules included in 
the CATI course were taught in three main ways. This questionnaire evaluated five 
modules which were taught by the lecture method, six by means of some sort of 
groupwork and two by individuals set projects. There were unequal numbers of 
modules presented by each of the three methods and therefore, in order that they 
could be compared numerically, an adjustment was made to the score.  
 
The module titles used in the original three days of training were listed under the 
headings day one, day two and day three in order to jog the memories of the course 
participants.  The scale followed the Likert principle but without a central neutral 
response.  As a result of a pilot study with a small number of the original course 
participants it was felt that a significant number may avoid an opinionated response 
and select the central point, in order to give a non-critical response. In addition 
Oppenheim (1992) notes 'the midpoint could be due to a lukewarm response, lack of 
knowledge or lack of attitude’. Respondents were provided with a four point level of 
help scale as illustrated below.  
Day 1 No help A little 
help 
Very 
helpful 
Extremely 
helpful 
Module a – Referral: 
reservations and possible 
outcomes 
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RESULTS 
There would be a high positive correlation between scores on the measures 
representing the three types of teaching 
It would seem the results of this study provide some support for the idea of there 
being a ‘halo effect’. As can be seen in table 6.1, two of the correlations between 
individual student’s views of the types of training are in the high range and the third 
at the top end of the moderate range as described by Sheehan and DuPrey (1999). 
Not withstanding this, it is also clear in this table that students do actually 
discriminate between teaching methods. They prefer the group approach to the 
lectures and the least favoured is individual working.  
Table 6.1 
Showing comparisons and correlations between lectures, groupwork and individual 
work for the child abuse training group three years after the course was held. 
Correlations between each pair of the three styles of teaching are shown in the right 
hand column. 
Style of training 
Comparisons 
Mean score 
Standard 
deviation in 
brackets 
Df=156 
T score sig.  
Correlation 
Sig in 
brackets 
Lecture  
Individual 
13.00 (5.23) 
11.01 (7.36) 
6.04    .000* .837 (.000) 
Lecture  
Group 
13.00 (5.23) 
14.07 (5.45) 
3.61    .000* .759 (.000) 
Individual  
Group 
11.01 (7.36) 
14.07 (5.45) 
6.38    .000* .594 (.000) 
 
DISCUSSION 
The results of this study show two things. First individuals who regard one method 
of training favourably, also regard others favourably, and those who were not 
impressed with one, were not impressed with others. Bearing in mind the wide range 
of topics covered by these three training approaches it is unlikely module content 
was an influencing factor. Individual views on one type of teaching seem to 
influence those of another. If this finding is assumed to occur in course evaluations 
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generally it casts considerable doubt on the usefulness of individual scales evaluating 
different aspects of a course. It does suggest a ‘halo effect’ is occurring.  
 
The second aspect of the findings of this study is that the students do discriminate 
between teaching methods. Overall they feel groupworking proved the most useful 
training method of the three. There are many possible reasons for this but these are 
not central to the aims of this study which is concerned with showing whether or not 
a ‘halo effect’ occurs. This second finding does little more than to add yet more data 
to that which inconclusively suggests, in different situations one method of training 
is ‘better’ than another. It merely shows with this particular course the group method 
had the greatest impact. If the purpose of the evaluation had been to evaluate this 
particular course, this would naturally have been an important finding. This was not 
the purpose.  
 
One criticism of this present study with regard to the ‘halo effect’ is this was a long 
term evaluation conducted three years after the event. Parkinson, Briner, Reynolds, 
and Totterdell (1995) point out that people’s memories of the distant past tend to 
focus on intense events, and other things become somewhat muted. It may be that 
over that time period, fine distinctions about aspects of the course may have blurred, 
and this finding may merely reflect that. This study will therefore be followed up by 
a further study to be reported in the next chapter, which will eliminate the possibility 
of long term memory being a factor influencing evidence of the impact of a ‘halo 
effect’. 
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CHAPTER SEVEN 
LIKERT SCALES: A FURTHER EXAMINATION OF THE 
IMPACT OF THE ‘HALO EFFECT’ ON EVALUATIONS 
 
The results of the study reported in chapter six provide some evidence a ‘halo effect’ 
occurred. In this chapter a further investigation of a ‘halo effect’, is reported in a 
study looking at very different factors. It is hoped to see how robust the ‘halo effect’ 
is as an influence on evaluations. The sample used (probationary lecturers) and the 
course content (teaching skills) were very different from the teachers attending the 
Child Abuse Training Initiative (CATI) used in the previous study. The previous 
study was concerned with types of teaching and the study reported in this chapter 
looks at evaluations of three very different factors namely human related factors, 
feelings about course content and hygiene factors. In addition the previous study only 
investigated the effect with a Likert scale. The one reported in this chapter uses a 
Likert scale and open ended evaluations. Furthermore the evaluation used for the 
investigation was held immediately the courses were completed. This avoided any 
problems, which may have been a result of memory fading over a three year period 
which may have been a factor in the previous study.  
 
The reason for being concerned about evidence of a ‘halo effect’ is if evaluations 
demonstrate the influence of a ‘mental set’ which is what appears to be happening 
when the ‘halo effect’ occurs, then the value of evaluations as an objective means of 
measuring different aspects of courses are brought into question. The basis of many 
evaluations is that the interpretation of the evaluation assumes each aspect of the 
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course will be evaluated differently and so it will be possible to show which parts are 
good and which not so good. 
 
There is a substantial body of literature which has highlighted the ‘halo effect’ and it 
is  intended here to look further to provide an idea of the extent the effect does or 
does not impact on the evaluation process. Blum and Naylor (1968 p. 200) define it 
as the ‘tendency to let our assessment of an individual on one trait influence our 
evaluation of that person on other specific traits’. Thorndike (1920 p. 25) defined it 
as ‘a marked tendency to think of the person in general as good or rather inferior and 
to colour the judgements of the qualities by this general feeling’. Essentially what is 
being suggested is that the individual making the assessment develops a ‘mental set’ 
(Asch 1946 p 264) which is either favourable or unfavourable towards something. 
Blum and Naylor (1968 p. 200) consider this occurs when the person doing the 
evaluation considers for whatever reason, the various traits or characteristics are 
linked or related in some way. Mi-Young and Jyotika (2003) point out the power of 
the ‘halo effect’ when evaluating companies. They indicate that when there is a 
positive image it can well eliminate any negative features creating a very positive 
evaluation. They also point out the ‘halo effect’ can work in reverse, for if some 
things are seen negatively so will many others.  
 
Cooper (1981) raises the issue, already mentioned in the previous chapter, of whether 
a ‘halo effect’ really occurs or whether it is simply that various factors are in fact 
related and therefore should be judged together. He indicates this really is a very 
difficult issue to deal with in ‘halo’ research. He does not, however, consider this to 
be a serious problem and quotes from evidence which demonstrates where the 
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distinction has been made between real similarity and ‘halo’ similarity. The latter has 
always been higher than the former. In other words  the ‘halo effect’ really does exist 
and it is not just that factors are similar.  
 
The study reported in this chapter looks at three aspects of the ‘halo effect’: 
 
Hypothesis 1:That evaluations on a structured questionnaire concerning different 
elements of a course would correlate positively displaying a  ‘halo effect’. 
This concerns the ‘halo effect’ occurring within items in a structured evaluation 
(Likert type scale). Likert scale responses are commonly used in evaluations and it is 
assumed each scale is independent of another. 
 
Hypothesis 2. That responses on the Likert structured questionnaire and the open 
ended section would correlate. 
This concerns the ‘halo effect’ occurring between a structured and an open ended 
format. In chapter two of this thesis differences between responses on structured 
evaluation formats and open ended evaluation forms were observed. These two 
formats are here to be examined in terms of the impact of the ‘halo effect’ to see 
whether a pattern of responses occurring when one type of format is used influences 
responses when another is used. 
 
Hypothesis 3. There would be a high correlation between evaluations on the open 
ended section for human related and feelings about content elements for both the 
positive and the negative comments but not for hygiene elements. 
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This concerns elements within an open ended evaluation. The study reported in 
chapter two of this thesis concerning open ended evaluations indicated a very 
different pattern of responses emerged when students reacted negatively on an open 
ended format than when they made favourable comments. It was there found that 
what were termed ‘human related’ factors tended to be judged positively in the open 
ended questionnaires whereas ‘hygiene factors’ tend to be judged negatively. There 
is evidence from the study reported in chapter two the ‘human related’ factors and 
‘hygiene factors’ are considered differently by the students. 
 
METHOD 
 
Participants: 
Course evaluations were obtained from 161 university lecturers attending 13 
different probationary training courses into aspects of teaching. The lecturers came 
from five different universities in the East Midlands. Only four lecturers attended 
more than one course. Non of these attended more than two courses. This overlap in 
the sample was considered so small as not to have had an impact on the statistical 
analysis. 
 
Ethical considerations: 
Completion of the evaluation forms was encouraged but voluntary. No inducements 
were given. Individual evaluation forms could not be identified in the sample. 
Evaluation questionnaire used: 
This is shown in table 7.1. The categorisation of the responses was carried out on the 
basis of that described in detail in chapter two. These categories are in italics in the 
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table. They were not, of course, included in the copies given to the course 
participants. 
Categorisation of responses: 
As was explained in chapter two the ‘human related’ factors are primarily concerned 
with the activities of the presenter and other group/class members. The ‘hygiene 
factors’ are concerned with the environment in which the course is held and the 
visual aids, other facilities and administration of the course. The feelings about the 
message or the course content are to do with the reaction of the participants, whether 
they enjoyed it, felt it was useful etc. These factors, according to Furedi (2003), are 
the type of things students feel very willing to express an opinion about, if they wish 
to respond at a superficial level. They are quick to say ‘its boring’ without having to 
think too deeply or having to justify their response. The comments are neither 
directed against the presenter, nor the facilities but reflect the individuals feelings, 
which are as much internally based as they are directed against another element. 
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Table 7.1 
Example: Evaluation form format: 
 Very  
Poor 
poor Average good Very  
good 
Consistency with publicity 
Hygiene 
     
Relevance to your needs 
Feelings about content 
     
Quality of presentations 
Human related 
     
Quality of group 
management 
Human related 
     
Quality of audio-visual 
Hygiene 
     
Quality of handout materials 
Hygiene 
     
Enjoyability of the course 
Feelings about course 
     
Usefulness of the course 
Feelings about course 
     
Integration of different 
components 
Human related 
     
Appropriateness of level 
Human related 
     
Followed good equal 
opportunities practice 
Hygiene 
     
Efficiency of course 
administration 
Hygiene 
     
Overall      
The best thing 
 
     
Another good thing 
 
     
The worst thing 
 
     
Another bad thing 
 
     
 
Data analysis: 
The positive evaluations for the three elements were correlated using the Pearson 
Product Moment Correlation Coefficient. The three elements were ‘human related’ –
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(presenter, groupwork), the ‘hygiene factors’ (rooms, catering, administration  visual 
aid etc), and the feelings about the message or the course (useful, enjoyable). 
 
RESULTS 
Hypothesis 1:That evaluations on a structured questionnaire concerning different 
elements of a course would correlate positively displaying a  ‘halo effect’. 
The hypothesis is substantially supported for as can be seen, in table 7.2, the positive 
correlation between the three factors is at the very top of the medium range (.30 to 
.70, Sheehan and DuPrey 1999). It does seem to confirm that the “halo effect” has an 
impact on the way in which evaluation forms are completed even when it takes place 
immediately the course is ended. This study does take into account the problem 
raised with the study reported in chapter six where it could have been argued the 
decline in memory over a period of time had blurred views of what people liked and 
disliked. Here people who like one aspect of a course also like other aspects and 
those who dislike one also dislike others. 
Table 7.2. 
Showing correlation for positive scores for the three factors on the Likert structured 
evaluations. N=161. Significance in brackets 
Elements of course Human 
Related 
(Likert) 
Hygiene 
 
(Likert) 
Feelings of 
Content 
(Likert) 
Human related (Likert) 1.00 (.000) .612 (.000) .666 (.000) 
Hygiene (Likert) .612 (.000) 1.00 (.000) .600 (.000) 
Feelings Content (Likert) .666 (.000) .600 (.000) .1.00 (.000) 
 
Hypothesis 2. That responses on the Likert structured questionnaire and the open 
ended section would correlate. 
As can be seen in table 7.3 the hypothesis is not supported. The correlations between 
the Likert scales and the open ended scales are all below the mid range of 
relationship .3 to .7 as indicated by Sheehan and Duprey (1999). This indicates the 
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lecturers responses on the structured questionnaire and the open ended section bear 
little relation to each other.  
Table 7.3 
Likert structured and open ended correlations 
 Open 
ended 
Best 
Hum rel 
Open 
ended 
Best 
Hygiene 
Open 
ended 
Good 
Feelings 
about 
content 
Open 
ended 
Worst 
Hum 
related 
Open 
ended
Worst 
hygie
ne 
Open 
ended 
Bad 
feelings 
of 
content 
Human 
related 
(Likert) 
.227 
(.004) 
-.201 
(.011) 
.027 
(.738) 
-.238 
(.002) 
-.214 
(.006) 
-.033 
.682) 
Hygiene 
(Likert) 
.201 -.165 
(.036) 
.108 
(.172) 
-.129 
(.102) 
-.200 
(.011) 
-.117 
(.139) 
Feelings 
Content 
(Likert) 
.202 
(.010) 
-.242 
(.002) 
.129 -.347 
(.000) 
-.105 
(.185) 
-.106 
(.179) 
 
Hypothesis 3. That there would be a high correlation between evaluations on the 
open ended section for human related factors and feelings about content elements for 
both the positive and the negative comments but not for hygiene elements 
 
The hypothesis is not supported for as can be seen in table 7.4 when a multiple 
correlation is carried out between the positive and negative reactions and the three 
main elements on the open ended section of the questionnaire non of them reach the 
.3 level which is at the bottom end of the Sheehan and Duprey (1999) middle level of 
correlation. Below this level there is no meaningful relationship between each of the 
factors. Neither is there an inverse correlation between positive and negative 
responses. That is those who report not liking one aspect of a course would be 
unlikely also to report liking it. Neither is there are relationship between liking one 
aspect and also liking another. There is no evidence of a ‘halo effect’ between the 
responses on the open ended sections of the questionnaire. 
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Table 7.4 
Open ended correlations. Sig in brackets 
 Best 
Hum 
rel 
Best 
Hygiene 
Good 
Feelings 
about 
content 
Worst 
Hum 
related 
Worst 
hygiene 
Bad 
feelings 
of 
content 
Best 
Hum related 
1.00 -.038 
(.628) 
-.117 
(.139) 
.060 
(.447) 
.149 
(.059) 
.061 
(.444) 
Best  
hygiene 
-.038 1.00 -.085 
(.282) 
.215 
(.006) 
.211 
(.007) 
.248 
(.002) 
Good feel 
Content  
-.117 -.086 1.00 .108 
(.173) 
.088 
(.268) 
.069 
(.382) 
Worst Hum 
related 
.060 .215 .108 1.00 .038 .032 
(.690) 
Worst 
Hygiene 
.149 .211 .088 .038 1.00 -.064 
(.422) 
Bad feel 
content  
.061 .248 .069 .032 .064 1.00 
 
Support for study reported in chapter two 
A passing reference needs to be made to one aspect of the data provided by this 
study. Although not intended as an aim of this study the data reported in the study 
reported in this chapter provides a further test of the findings reported in chapter two. 
This was that with open ended evaluations presenters, and the content, were regarded 
more positively than negatively. ‘Hygiene factors’ were regarded marginally as more 
negative than positive, although this does not reach a level of significance. Table 7.5 
shows this pattern is followed in this study with a totally different sample, in this 
instance university lecturers. It serves to increase ones confidence in the previous 
findings. 
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Table 7.5 
Comparisons between best and worst responses on the open ended questionnaire. 
Elements of course 
 
N= 161 
Means score 
standard 
deviations in 
brackets 
T score 
Df 160 
prob 
Human related         Best 
                               Worst 
1.97 (2.53) 
0.51 (1.46) 
6.52 .000* 
Hygiene                   Best 
                               Worst 
0.52 (1.25) 
0.58 (1.44) 
0.46 .643 
Feelings Content     Best 
                               Worst 
0.81 (1.82) 
0.09 (0.06) 
4.84 .000* 
 
DISCUSSION 
 
The support for the first hypothesis which shows there is a positive correlation 
between scales on the Likert evaluation adds to the evidence in the previous chapter. 
It appears the students when completing a Likert type scale, who like one aspect of a 
course also like another and those who don’t like one dislike the others. A ‘halo 
effect’ seems to have occurred with the lecturers. This study has included the data 
from one hundred and sixty participants, doing thirteen different courses, with a 
number of presenters. If these results are taken into account together with those 
reported in the previous study they really do indicate the ‘halo effect’ is one which 
needs to be taken into account when considering the results of any course evaluation 
using a Likert scale. Of particular importance is the fact this study has evaluated very 
different factors to the previous study. That looked at types of teaching. This study 
looked at three very different aspects of a course namely ‘human related’ factors, 
feelings about content and hygiene factors. The effect has been found with both sets 
of factors with very different courses.  
 
It is noticeable that the effect does not transfer to open ended evaluations as there is 
no ‘halo effect’ between the three factors, ‘human related,’ feelings about content 
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and hygiene on the Likert scales and the same three factors on the open ended 
evaluations. Those who, on the rating scales say they like the presenters, do not 
necessarily say they like the presenters when they give open ended responses. Are 
they telling lies or just reacting differently to different styles of evaluation forms? 
Similarly when looking at the responses within the open ended section there is no 
sign of a ‘halo effect’. These results need to be put together with those in the study 
reported in chapter two. That showed ‘hygiene factors’ reported in open ended 
response forms are regarded very differently by participants than those relating to the 
other elements. The questionnaire to be reported in chapter nine also provides further 
support for the notion open ended responses are regarded differently to rating scales. 
The failure to identify a ‘halo effect’ with the open ended responses suggests Likert 
and open ended evaluations are subject to different social influences.  
 
 142
CHAPTER EIGHT 
LIKERT SCALES; A STUDY EXAMINING THE TENDENDCY 
TO RESPOND AT THE ‘FAVOURABLE END’ OF SCALES 
 
The present researcher has observed how course evaluations, which use a Likert style 
format, tend to be answered mainly between the neutral and the favourable end of 
scales. The aim of the first part of the study reported in this chapter is to show by 
means of a small survey of evaluation responses whether the evidence supports this 
observation. It is not something which is mentioned in either the evaluation texts (for 
example Holcomb 1998, Rae 2002, and Salas et al 2003), or in the research 
methodology texts (for example Fowler 2002, Hayes 2000 and Shaughnessey et al 
2000), and it was felt necessary to collect evidence to show this does occur. The 
second part of the study aims to look at this more closely by means of a specially 
designed investigation. 
 
No course evaluation studies have demonstrated the bunching at the favourable end 
of Likert scales and there have been very few in other areas which have specifically 
mentioned the effect. Amongst these is a study by John and Robbins (1994) who 
asked 33 MBA students to rank the performance of staff assessments and found 76 
per cent. rated it at seven or above on a nine point scale. In a very different study also 
using Likert style scales Schwaz et al (1991) looking at success or failure in life 
found that positive responses were 80 per cent of the total. This present study looks 
at whether this occurs with student evaluations. If it does then possibly unknowingly 
the students could be influenced by a desire to respond in a socially acceptable 
manner, by saying courses are ‘good’ regardless of what they really think. 
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In order to examine whether this favourable response pattern actually occurs with 
Likert style scales the study reported in this chapter first involved the collection of 
data from a number of evaluations from various educational sources. A sample of 
undergraduate course evaluations were examined as was a school evaluation 
conducted by the ‘Office of Standards in Education’ (OFSTED). They were used, to 
see whether there was evidence responses on evaluation forms did really tend to 
bunch between the neutral and the favourable ‘agree’, or ‘positive’ end, of the Likert 
scales. 
 
PART ONE OF THE STUDY 
Participants: 
For part one of the study evaluations from 15 undergraduate courses with a total of 
879 students were examined. The modules selected were all taken from one 
university department and were selected purely on the basis of availability. At the 
other educational extreme school evaluations conducted by OFSTED from one 
school for years 7, 8 and 9 with a total of 531 pupils were examined. This school was 
classified amongst the bottom five percent in the country for academic performance. 
This was considered to be a reasonable test of the response pattern as it was unlikely 
these children would be positively orientated to various aspects of their schooling. 
The evaluation questionnaires used in part one: 
These were already in use in the undergraduate sample and can be seen in table 8.1. 
The questionnaire used with the OFSTED sample can be seen in table 8.2. 
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RESULTS 
Undergraduate course evaluation: 
It can be seen from table 8.1 that when the profile of responses from an opportunity 
sample of modules is examined it appears that the responses on the Likert scale do 
bunch towards the favourable end of the scales. The scoring system is on a five point 
basis with the highest score being most favourable. Of the fifteen modules included 
in the sample it is clear from the first column that the average score for those fifteen 
modules is higher than three and so on average the modules are all scored 
favourably. The second column looks at the individual average scores for each of the 
modules and indicates the number of scales where the average is below three. This 
means there is an average score, which is unsatisfactory on that scale. It will be noted 
that on only six scales is there an unsatisfactory average out of a total of 270 average 
scales cores over the fifteen modules. That means only two percent of the scales are 
scored as unsatisfactory. In the third column are details for each scale of the total 
number of individual students who gave an unsatisfactory response. Again this is a 
small percentage. The final column to the right is the most spectacular because that 
shows the percentage of individual students who recorded a response in the positive 
end of the Likert scale. Indeed it does look as though the courses have been 
favourably evaluated, in every aspect. The weakest element would seem to be the 
library, with only 87 per cent of students appearing to be satisfied with the service!. 
Although the course evaluations were randomly selected the argument can be made 
only ‘good’ courses were included. 
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Table 8.1. 
Showing responses from 879 evaluation forms from 15 undergraduate modules.  
Column four 1 = strongly agree and 2= agree both are favourable responses. 
Statement Mean of 
all  
modules 
N =15 
Number of 
modules  
With mean 
 Below 3 
Percentage
Of  
individuals
scoring  
1 or 2 ie. Be
average 
N=879 
Scoring 
1        2 
% 
fav 
The module has helped me to think  
Critically 
3.79 0 0        2 98 
The module has given me a good  
Understanding of the subject 
3.87 1 .3       3 96 
The module has developed my interest 
 in the subject 
3.75 2 .7        6 93 
The module was well organised 4.05 0 0          2 98 
The way the module is delivered has  
Encouraged me to participate 
3.49 2 1          6 93 
I have learned a lot from this module 3.82 1 .01       3 96 
Support teaching eg tutorials/labs etc 
supplemented the lectures 
3.72 0 1          3 96 
The library has the books and  
resources I needed for this module 
3.30 2 3          10 87 
I was able to get help in the library  
when I needed it 
3.33 0 1           4 95 
The teaching rooms for this module  
were fit for their purpose 
3.81 0 .2          3 96 
Projectors, boards and screens were 
Adequate for this module 
4 0 .02        1 98 
The computing facilities I needed for  
this module were satisfactory 
3.67 0 .02        2 97 
The lecturer was well prepared 4.30 0 0           1 99 
The lecturer communicated clearly and 
effectively  
4.05 0 .07         3 96 
The lecturer was enthusiastic about the 
Subject 
4.18 0 .03         2 97 
The lecturer used helpful teaching aids 4.05 0 .01         1 98 
The lecturer was a good teacher 4.03 0 .01         3 96 
The lecturer could be contacted for  
Advice by arrangement 
3.83 0 .04         2 97 
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The school evaluation: 
A similar pattern of results occurs in the OFSTED sample as can be seen in table 8.2. 
The greater majority (78%) of responses occur in the two left columns with the agree 
responses which shows a favourable reaction to the school. The strongly negative 
disagree which is an unfavourable reaction to the school is rarely used. Even with this 
group of children at the very bottom end of the educational hierarchy they are 
answering positively about their school experience. Only just over 21% of their 
responses are in the unfavourable category and the majority of these are on two scales, 
both related to pupil behaviour, and not directed against the school. One can only 
speculate that there may be an element of ‘social desirability’ here, as discussed in 
chapter two of this thesis. The children are reluctance to say anything against the 
school in an OFSTED survey. As with the undergraduate course evaluations it could 
be argued the children may like their school. This is unlikely as the school has such a 
low rating and part of the reason for this is the underachievement of the children.  
 
The second part of the study was designed to be a better test of the Likert scale to get 
round the criticism which has been raised here regarding the first part. It may simply 
be the undergraduates and the children really liked their courses. 
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Table 8.2 
Responses of children on the ‘What do you think about school?’  
(OFSTED survey). N=531 
Please read each  
Statement and tick the  
answer that best fits what 
 you think about your  
school 
Strongly  
Agree 
Agree Disagree Strongly 
Disagree 
% fav 
This is a good school to  
be at 
132 366 21 10 94 
I am taught well 143 366 16 5 96 
Teachers expect me to  
work hard and do my  
best 
173 223 10 5 74 
My work is assessed  
helpfully so that I can  
see how to improve it 
111 329 74 10 83 
Pupils in this school  
behave well 
10 159 276 85 32 
There is an adult in this 
School that I can talk to 
If I have a problem 
281 223 16 10 95 
Staff treat all pupils  
fairly and with respect 
138 270 95 26 77 
I feel trusted to do things  
On my own 
148 324 47 11 88 
The school is interested 
In the views of its pupils 
138 297 79 10 82 
Worthwhile homework 
Is set regularly 
154 281 74 16 82 
There is no bullying or 
Racial abuse in my  
School 
37 85 239 159 4 
The school is well run 175 292 42 11 88 
Total percentages for  
each column 
26.3% 52% 16% 5.7%  
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PART TWO OF THE STUDY 
The second part of the study aimed to show whether Likert style responses did 
produce a generally favourable response, even when it was known those filling in the 
forms did not agree with the ideas expressed. For this purpose course evaluations 
could not be used. Failure to find a course which has received a poor evaluation, with 
scores at the lower end of the scale proves nothing, other than all the courses were 
good ones! Finding one with a poor response rate only shows there is an exception to 
the rule. It could be argued it would be a far better judgement on a course, if the 
student were to be asked to rank that course in comparison to others. This would 
mean that rather than being allowed to award an above average score or response to 
each course, they would say how good the course was as compared to others. The 
difficulty in doing this is some topics are more popular than others. It has been noted, 
Bassin (1974) for example, that instructors of quantitative courses can expect to get 
lower ratings than those of non quantitative courses. A better rating on the latter may 
have very little to do with the manner in which the course was taught.  
 
An alternative task was therefore devised. This looked at teachers’ reactions, 
expressed on a Likert style questionnaire  towards including certain types of 
‘problem children’ in main stream classes. They were then asked to rank these same 
‘problem children’ and any links between the two measures were investigated. This 
task was chosen, as there is evidence from the research literature that many schools 
are against or at best ambivalent about including these children into mainstream 
education. For example, according to Florian and Rouse (2001), and Howe and 
Welner (2002), they have to maintain the balance, between doing all they can to 
achieve the best test scores, and to provide opportunities for children with ‘Special 
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Educational Needs’ (SEN). It was believed teachers would be most unlikely to 
respond in a favourable, or positive manner on a Likert scale if they were to express 
their true views. The general tendency amongst teachers, according to Garvar-Pinhas 
and Schmelkin (1989), is the more contact with the actual children, the more 
negative the attitude towards inclusion. Responses, according to the literature, are 
likely to be negative as well as positive. This is a more appropriate test of the 
response profile on a Likert scale than by using a course evaluation. 
METHOD 
Participants: 
For part two of the study 212 class room teachers were given a questionnaire by the 
researcher. The teachers did not have any special involvement with ‘problem 
children’, other than in the course of their mainstream teaching activities. The 
questionnaires were distributed to the teachers in their schools, usually in the staff 
room by the researcher. The task was a realistic and appropriate one for these 
teachers, as it is a topic about which there is current interest in the schools. It was 
described to the teachers as part of a larger study by the researcher for a postgraduate 
degree. This section was described as an attitude study to assess their views on the 
topic.  
 
Ethical considerations: 
Completion of the questionnaire was voluntary and no inducements were given. No 
deception was involved, responses were confidential and all participants were 
debriefed at the end of the task. A postal address was provided if further debriefing 
was required. No data was passed to any other party. 
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Procedure: 
The aim was to see whether there was any evidence the Likert style approach 
produced a response profile, which produced mid point, or agree responses on a task 
where it was known most views were negative. The first part of the questionnaire 
was to report on a Likert style questionnaire their feelings about a number of types of 
‘problem children’ being included in mainstream classes. The second part of the 
questionnaire was to rank the order of priority for those same children to be included 
in mainstream classes. This would enable the researcher to see whether there was any 
link between the scores on the Likert scales and the rank ordering of the problem 
children on the ranking task. These two approaches were used because, according to 
John and Robbins (1994), a rating scale can be subject to unrealistic positive 
responses. A ranking task on the other hand provides ‘an explicit context of 
comparison’ and ‘also eliminates any potential differences in scale usage’ so that 
judgements can be made on a specified base line. 
 
The Questionnaire used in part two: 
This contained a number of statements about ‘problem children’. Each statement 
required a response on a four point Likert style scale. This avoided the neutral 
response which could well have been a popular one due to the nature of the topic. 
This was completed first, to be followed on the next page of the questionnaire by 
ranking tasks. The teachers were told not to turn over the page until instructed to do 
so. Seven statements were included which were related to specific problems children 
have, for which they were not specifically trained but which they may experience in 
their careers.  
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The format of the Likert style statements were as follows: 
Children who experience problems of  XXXXXXXX should be given every 
opportunity to be included in mainstream classes whenever possible 
Strongly agree/agree/disagree/strongly disagree 
The terms inserted in the actual questionnaire for XXXXXXXXX were taken from the 
following list. Each question referred to a different problem: learning disability, 
physically impaired, behavioural problem, speech impairment, visual or hearing 
defect, a registered disability, gifted.  
 
The terms on the Likert scale were presented with agree on the left and alternatively 
on the right to avoid ‘response set’, and the order of presentation of the problems was 
varied by printing many versions of the questionnaire with the questions re ordered. 
The statement regarding inclusion into mainstream school was included as the 
research evidence typified by that of Florian and Rouse (2001), and Howe and 
Welner (2002), mentioned previously indicates it is not one upon which there a 
general agreement. This literature shows schools are torn in their views about 
inclusion due to the conflict between the need to help these children and to attain the 
best attainment levels for their schools. Gifted children were included because it is, 
according to Porter (1999), one of the few problems which has positive connotations 
and often inclusion is a disadvantage rather than an advantage. It also provided the 
opportunity to make a second statement about resources as will be explained shortly. 
 
In a pilot study members of the sample expressed concern about the repetition of all 
the Likert questions about the whole group of problems being repeated for the 
resources topic indicating they would find the task tedious and repetitive.  
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It was decided therefore just to include the one Likert statement regarding gifted 
children in the context of the resources. 
The statement was: 
As a general rule I believe that gifted children should be allocated extra resources in 
order that their talents can be developed. 
Strongly agree/agree/disagree/strongly disagree 
Tilstone, Lacey, Porter and Roberts (2000), noted the allocation of resources to 
disadvantaged children is far greater proportionately, than that for gifted children. 
The ranking on the resource statement should therefore not be on the agree side of 
the scale if it were to reflect the more common attitude teachers hold about gifted 
children. 
 
The ranking task simply asked the respondents to rank order the above categories in  
priority order for inclusion and a second ranking task required them to rank the 
problems in order of the need to allocate resources from one to seven. The order of 
presentation of the ‘problems’ was varied to avoid respondents all being presented 
with the same order. The ranking approach makes adopting socially acceptable 
responses less easy, and forces the participants to indicate their preferences 
 
A factor, which can influence responses, concerns the severity of the problem. Ward, 
Center and Bochner (1994) found that the more severe the problem the less 
positively inclusion was regarded by teachers. In the present study the participants 
were instructed to consider all the difficulties included in the ranking task as severe. 
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The analysis: 
In addition to the examination of the profile of Likert responses the scores on the 
Likert response statements were correlated with the scores on the ranking task. The 
aim was to see whether ratings on one method linked in any way with ratings on the 
other method of evaluation. 
 
RESULTS 
Responses to the statement; Children who experience problems of  XXXXXXXX 
should be given every opportunity to be included in mainstream classes whenever 
possible 
As can be seen in table  8.3  reading from left to right. The correlations between 
individual scores on the two tasks are all very low. This means individuals are not 
responding consistently on the two scales. Are they telling a lie on one scale? or is it 
that the two scales simply produce different reactions? In the second column the 
Likert style scores show that non of the categories were scored below the 2.5 mid 
point level. In column three on the Likert scales by far the greatest number of 
responses are on the agree end of the scale as was predicted. Only 12% of the 
answers were on the negative end of the Likert scales. This means that 88% of the 
responses indicate a favourable reaction to the idea of inclusion for the various types 
of problem. It is certainly not a figure which would agree with other research into 
this issue. This is a figure which is very similar to that noted in table 8.1 when the 
results of the survey of undergraduate course evaluation responses was outlined, and 
8.2 with the OFTED school children’s evaluations. When, however, the ranking task 
is considered it is clear in the fourth column of table 8.3 some of the categories are 
ranked very much lower than others. The Likert responses would suggest support for 
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inclusion for each problem. A very high proportion of the responses as predicted are 
in the top part of the scale.  The ranking task suggests it is not this simple and some 
problems are far more acceptable than others. This is simply not made clear by the 
Likert scores.  
Table 8.3 
Showing participants view of the problems considered most suitable for inclusion.  
Type of problem  and 
Correlation between 
Likert scale and ranking 
score in brackets * 
N= 212 
Likert Score 
Mean, 
Standard 
deviation (in 
brackets) 
High score 
positive 
response 
Number 
scoring each 
point on scale. 
Low score 
negative 
response 
1    2    3    4 
Ranking 
score. Mean, 
Standard 
deviation (in 
brackets) Low 
score high 
ranking 
Other (asthma, arthritis,  
epilepsy, diabetes, 
haemophilia etc)       (-.078) 
3.83 (0.38) 0    0   36   176 1.78 (1.26) 
Physical                    (-.258) 3.55 (0.54) 0.   4   88   120 3.07 (1.70) 
Speech                      (-.234) 3.52 (0.55) 0    6   90   116 3.19 (1.50) 
Gifted                       (-.212) 3.38 (0.59) 0    12  108  92 3.58 (1.36) 
Hearing/visual impair(-.074) 3.26 (0.38) 0    12  132  68 5.31 (1.32) 
Learning impairment (-.385) 3.22 (0.69) 0    24  124  64 5.53 (1.47) 
Behavioural               (-.262) 2.72 (0.79) 12  68  100  32 5.53 (1.57) 
 
*The correlation is expressed as a minus, that is an inverse correlation simply 
because low score on ranking task is a preferred choice and a high score on the 
Likert scale reflects a positive response. 
 
Responses to the statement:  As a general rule I believe that gifted children should 
be allocated extra resources in order that their talents can be developed. 
The findings for this topic, as can be seen in table 8.4 confirm the finding of the first 
topic. Again reading the table from left to right. The correlation between individual 
scores on the two scales is extremely low. Again the question is are they telling a lie 
on one scale, or are the two scales encouraging different reactions? With this 
statement the responses on the Likert scale in column three are 88% in agreement 
with giving gifted children more resources and so only 12% express a negative view. 
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This is in spite of the fact that on the ranking task in column four the allocation of 
resources is second to bottom on the list. The Likert scale makes it look as though 
teachers want resources allocating to the gifted but the ranking task creates a very 
different view.  
Table 8.4 
Showing participants view of the allocation of school resources  
Type of problem and 
correlation between 
Likert scale and 
ranking score in 
brackets * 
N= 212 
Likert Score 
Mean, Standard 
deviation (in 
brackets) High 
score positive 
response 
Number 
scoring each 
point on scale. 
Low score 
negative 
response 
1    2    3    4 
Ranking 
score. Mean, 
Standard 
deviation (in 
brackets) Low 
score high 
ranking 
Learning   2.42 (1.77) 
Hearing /visual   3.33 (1.31) 
Physical   3.64 (1.81)  
Behaviour   3.16 (2.02) 
Speech   4.89 (1.30) 
Gifted                    (-.192) 3.19 (0.66) 2   24  118  68 4.33 (1.76) 
Other (asthma, arthritis,  
epilepsy, diabetes, 
haemophilia etc) 
  6.00 (1.50) 
*The correlation is expressed as a minus, that is an inverse correlation simply 
because low score on ranking task is a preferred choice and a high score on the 
Likert scale reflects a positive response. 
 
DISCUSSION 
The results in part one of the undergraduate evaluations show they are happy with 
the courses they have taken part in. From the evidence of their responses to the 
evaluations, on virtually all the measures, scores are above average. It must be 
comforting for the organisers of these courses to have noted the responses are this 
positive! An alternative explanation is that the students are merely responding in a 
positive or socially desirable manner on the Likert scales. The good evaluations 
merely reflect this tendency. If this is the case increasing the size of the sample may 
just confirm again and again this pattern. The second part of this study is far more 
convincing, as mainstreaming children with special needs is an issue about which we 
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know from the literature (eg Garvin-Pinlas and Schmelkin 1989), teachers tend not to 
be favourable. 
 
The teachers answered positively on the Likert scales reporting their view the 
children with various problems are suitable for inclusion into mainstream classes. 
The research evidence suggests this is not how they ‘really’ feel. The more probable 
explanation is they were expressing, possibly unconsciously, what they considered to 
be a socially desirable view. Less than 1% selected the very negative end of the 
scale. Only 9% of respondents selected the bottom half of the Likert scale indicating 
disagreement. The two mid points of the scale attracted 54% of responses and the top 
two points 88%. From this profile it seems respondents are choosing the favourable 
half of the scale on this task, just as the undergraduates are on the various module 
evaluation scales. This pattern was repeated with the resources statement. It needs to 
be emphasised that ‘response set’ is unlikely to have influenced the answers as the 
scales were varied in direction. This means of showing the effect of responses on a 
Likert scale is a more strict test of the prediction than by conducting a vast survey of 
evaluation results. If this was done the reaction could always have been ‘well they 
were all good courses’! This task takes an issue about which the research evidence 
indicates people are not all in support, and still shows a profile of responses on the 
Likert scales which is positive.  
 
The results of the present study provides support for the view responses on a Likert 
style scale which evaluate courses in a favourable light do not necessarily mean that 
the courses are good. It is as likely to be a result of the way in which people respond 
on Likert scales. Are they doing this because of a wish to see themselves as 
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responding in a socially desirable manner? The finding people tend to answer 
favourably on Likert scales has not been mentioned by the research methods texts in 
the context of course evaluations.  
 
The tendency to respond at the positive end of a Likert scale should rank in 
importance along side other characteristics such as ‘mid point and ‘response set’ 
which have both been linked to Likert responses in the research methods texts. Wells 
and Marwell (1976, p 83), for example, argue that having a neutral point in a 
response scale provides a “golden mean” or the opportunity for an evasive response 
style. A more recent review by Dawes and Smith (1985) and supported by 
Oppenheim (1992), highlighted the advantages and disadvantages of including or 
omitting the neutral point. ‘Response set’ is another characteristics identified in the 
research literature, for example Bourgue and Fielder (1995), De Vaux (1991) and 
Hayes (2000). This means if the scales are all presented with, for example, disagree 
to the left end of the scale and agree to the right then respondents will complete the 
scale by filling in, for instance, all the boxes on the right or favourable side. The 
issue of favourable pattern of responses on course evaluations is an important one.  
 
The first study reported in chapter two of this thesis highlighted the role of social 
desirability with open ended evaluations. An interpretation of results reported in this 
chapter is that social desirability is also a factor when respondents are completing 
Likert scales? 
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CHAPTER NINE 
STUDENT EXPLANATIONS OF WHY THEY COMPLETE 
EVALUATION FORMS IN THE MANNER THEY DO 
 
The studies in the thesis have shown a number of factors influence the way in which 
pencil and paper evaluation forms are filled in. Rarely in studies, does the researcher 
check with the participants why they did things. For practical reasons it was not 
possible to give a questionnaire to the people who took part in the previous studies 
reported in this thesis. The questionnaire which forms the basis of this chapter, was 
administered to an undergraduate sample. The questionnaire asked undergraduates a 
series of questions about why they filled in evaluation questionnaires the way they 
did, during the previous semester. 
 
The three issues to be examined in the questionnaire were selected from questions, 
interpretations, or observations, made in previous studies mentioned in this thesis. 
This follows the developmental theme of this thesis whereby early findings are 
followed up. For example, the findings about activity measures in chapter four were 
followed up by a study in chapter five. Those of chapter six about the ‘halo effect’ 
were followed up in chapter seven. Two of the topics examined in the present 
questionnaire concern open ended sections of evaluation forms. The other is rather 
different and concerns a point raised in chapter five about the importance to students, 
as opposed to sponsors of items used in evaluation forms.  
 
The three issues to be examined are as follows: 
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1. In chapter two, open ended evaluations from the CATI, and teaching skills 
training courses showed the course members tended to make more favourable, than 
unfavourable remarks about the presenters and other human related factors. When 
they referred to hygiene factors, they tended to be far more negative than positive. It 
was suggested in chapter two this was largely a result of a desire on their part to see 
themselves as responding in a socially desirable manner: 
Questions 10 and 11 in the questionnaire asked students why they say they like the 
human related elements and dislike the hygiene elements?. 
 
2. In chapter three, open ended evaluations were placed at the end of questionnaires, 
and a relatively small number of people completed them. It was shown in a 
subsequent study, when the open ended section was placed at the beginning of a 
questionnaire, many more people completed them. It was suggested this was a result 
of the demand characteristics of the situation, the placing of the open ended section 
being more prominent to the student. 
Questions 5,6,7,8 and 9 asked students why they do not fill in open ended sections 
located at the end of evaluation questionnaires? 
 
3. In chapter five, it was mentioned  sponsors of courses tend to act as though each 
item on a scale is equally important to the student. When reports summarising 
university evaluation forms are returned to departments various scale scores are 
added together in categories. Reports on the lecturer, library, computer centre and 
other aspects of the course are regarded as of equal importance. If there is a ranking 
of importance, it is done by the course/university administrators and not by the 
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students. Questions 4, 12 and 13 asked students which aspects of a course they feel 
are most important. 
Method 
Participants: 
A questionnaire was given to 202 first year students who attended a lecture (267 
were registered on the course), and 155 second and third year undergraduates who 
attended another lecture (185 were registered). All those present on each occasion 
returned the questionnaires. Both courses were social science courses. The timing of 
the distribution of the questionnaire was carefully planned. It was administered 
during lectures in the second week, of the second semester of the academic year. All 
students had completed one or more evaluation questionnaires at the end of modules 
completed during the first semester. Some of the questions referred to how they 
actually completed these evaluation questionnaires.  
Ethical considerations: 
Students were informed of the purpose of the questionnaire and no deception was 
involved. Participation was voluntary and all forms were returned anonymously. 
They were informed the data was confidential to the researcher and that it formed 
part of her postgraduate research project. They were debriefed when the task was 
completed and were provided with an e mail contact if further feedback was 
required. 
The questionnaire: 
Once the content of the questionnaire had been designed, it was prepared for 
presentation to the students in as consumer friendly manner as possible. Therefore 
when it comes to the analysis the questions dealing with each of the three issues 
appear to be in a random order! In fact they were designed so different response 
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styles were in what appeared a logical order for those completing it. Thirteen 
questions were included and four different response formats were used. One was a 
Likert scale, a second a ranking scale, a third a choice between alternatives, and a 
fourth a directional probing open ended style. The questionnaire is included in the 
appendix linked to this chapter. 
 
Directional open ended sections were placed after three questions. A probing 
question was asked about a previous structured response. A question such as: 
`Did you make any written comments on the back of the form for any of the modules 
you took?` 
 was followed by a directional open ended question: 
 `Briefly explain why you completed the open ended section at the end of the form’ 
This is the first time directional probing statements have been used in this thesis. The 
directional responses were included as questions seven, ten and eleven to provide 
additional explanations. This technique was used because in chapter three it was 
found a much higher response rate (63%) occurred when the open ended section was 
included within the structured section of a questionnaire, than when open ended 
questions (31%) were placed at the end. The purpose of this was two fold. First to 
get more information about what the students felt. Second to see whether the 
response rate for this directional probing use of open ended questions would be any 
better than that noted in chapter three when the students were simply left to make a 
spontaneous comment. 
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RESULTS 
1. Why students say they like the ‘human related’ elements and dislike the ‘hygiene 
elements’?’  
Chapter two reported people praise rather than complain about human related factors 
and complain rather than praise hygiene factors. Questions 10 and 11 look at this. 
 
Question 10. When you have to comment on a lecturer or tutor, who is not good, 
how comfortable are you about making a negative comment? Circle the one which 
expresses your feelings on the scale below: 
Very 
Comfortable 
Comfortable neutral Not 
Comfortable 
Very 
uncomfortable 
 
Question 11. When you have to comment about things like the room, library, visual 
aids, Learn Server etc, which is not good, how comfortable are you about making a 
negative comment? Circle the one which expresses your feelings on the scale below:  
Very 
Comfortable 
Comfortable neutral Not 
Comfortable 
Very 
uncomfortable 
 
It can be seen in table 9.1 that the students report they feel significantly less 
comfortable (mean score 3.33) being critical about presenters (referred to in the table 
for convenience as ‘human related’ factors), than they do about making critical 
comments about the room , library etc (mean score 4.28), (referred to in the table for 
convenience as ‘hygiene factors’). The background and explanation for these 
categorisation is fully explained and discussed in chapter two. This result supports 
findings reported in the study in chapter two, where the subject’s responded 
favourably about the ‘human related’ factors and unfavourably about the ‘hygiene 
factors’ on the open ended evaluations. 
 
 163
Table 9.1 
Table showing the findings from Questions 10 and 11, how comfortable they claim 
they are. High score more comfortable. Score characteristics: Very comfortable (5), 
Comfortable (4), Neutral (3), Not comfortable (2), Very uncomfortable (1) 
Question 
nos. 
 Mean score 
standard 
deviation in 
brackets 
T score.  Df. prob 
10 
11 
Human related factors 
Hygiene factors 
3.33 (1.11) 
4.28 (0.76) 
15.88  356     .000* 
 
 
Directional probing open ended questions: 
The students were then asked to explain more about how they felt about their 
comments.  
Their responses to these directional probing open ended questions were categorised 
by the researcher. Fifteen per cent were re-categorised blind, to test for reliability. 
The explanations given can be seen in table 9.2. The number of people explaining 
how they feel about criticising the ‘human related’ factors are given in percentage 
terms. It appears from these answers the students do not like making negative 
comments about their lecturers, because of the personal element.  
The explanations offered included: 
‘It’s a bit rude’ 
Some are discouraged because they fear the consequences to the lecturers.  
‘I feel as a student it is difficult to be critical of a tutor despite it being necessary, as 
they are only doing a job and may feel hurt’ 
Certainly the idea that the forms are anonymous is an important one in making them 
feel happy about expressing their feelings. 
‘It feels normal because you remain anonymous’. 
Not everyone was convinced, however, that it was anonymous. 
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‘The person sitting next to me would know who I was. I would rather complete it in 
private'’ 
‘I feel it could bias the marking of my work’ 
The interpretation offered in chapter two, suggesting people are not critical of 
‘human related’ factors because they wished to appear to themselves as socially 
desirable appears to be supported by these student responses. They do not like 
criticising other people. 
 
Table 9.2 
Showing reasons given in the directional open ended probing section of question 10, 
for reported feelings of being comfortable or uncomfortable making negative 
comments about ‘human related’ factors. N=357 
Reasons given for feeling 
comfortable 
 Reasons to be 
uncomfortable 
 
It is anonymous 23.5% Do not like criticising a 
person 
24.1%
It is a good thing to be 
critical 
14.3% Do not believe it is 
anonymous 
6.7% 
Needs to be done to ensure 
improvements are made in 
the future 
12.3% I do not know as much as 
the lecturer and so am not 
in a position to criticise 
2.5% 
It’s the lecturers job and so 
they should be willing to 
accept criticism 
5% Feel guilty criticising a 
person because of the 
possible consequences to 
them 
2% 
That is what the form is for 3.9%   
We pay for it 3.1%   
To do so is for my future 
benefit 
1.4%   
 
Note: ‘Human related factors’ were specified in the questionnaire as a lecturer or 
tutor. The percentages represent the proportion of the total sample who responded in 
that way. 
 
One finding of the above table which reports the students responses to an open ended 
question is of particular interest. Only 2.5% of responses by the students mention 
they are avoiding criticisms because they feel they do not know as much about the 
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material as the lecturer and are therefore not able to comment. This contradicts Furedi 
(2003 p13) who suggests students select the library or matters of presentation to 
complain about, and say things like: ‘not enough books in the library’ lectures were 
boring’ because they feel they do not know enough about the content of the course to 
be critical. He offered no evidence and appeared to speculate from his own 
experience. The results of this present study suggest Furedi was unwise to offer 
opinions without a basis in research in journals such as AUTLOOK, which is 
circulated to all lecturers, who are members of the Association of University 
Teachers.! 
 
The reactions to the ‘hygiene’ factors (specified in the question as ‘the room, library, 
visual aids, Learn Server’) are very different. First the students are much more 
comfortable about being critical. The suggestion made in chapter two that they would 
be more willing to criticise these, because they regarded them as less personal is 
supported. The most common remark was  
‘Inanimate objects don’t have feelings’ 
It was also stated in a very objective way: 
‘It should be good we are paying a ridiculous amount for it in fees’ 
Most of the comments, as can be seen in table 9.3, indicate they are happy to make 
negative comments about these  factors. There is no evidence, in any of the answers, 
they feel people are involved in providing the ‘hygiene factors’. Librarians, computer 
personnel etc do not seem to exist! Comments expressing this included: 
 ‘not aimed at anyone in particular’ ‘no one is responsible’ 
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Table 9.3 
Showing reasons given in the directional open ended probing section of question 11, 
for reported feelings of being comfortable making negative comments about 
‘hygiene factors’. N=357 
Reasons to be comfortable  Reasons to be 
uncomfortable 
 
It is not directed against an 
individual person 
38.9% I do not like being 
critical 
1.7% 
Can be done easily, needs to be 
done to ensure improvements 
are made in the future 
28.6%   
It is a good thing to be critical 10.4%   
We pay for it 9.2%   
It is anonymous 7.3%   
That is what the form is for 2.2%   
 
Note: ‘Hygiene factors’ were specifically referred to in the questionnaire  as, the 
room, library, visual aids, Learn Server The percentages represent the proportion of 
the total sample who responded in that way. 
 
2. Why students do not fill in open ended sections located at the end of evaluation 
questionnaires?’  
In chapter three, it was shown many students did not complete the open ended 
sections of questionnaires, when they are placed at the end of a series of structured 
statements. In the study reported in that chapter an experiment was conducted which 
involved locating the open ended section at the beginning, rather than the end of a 
questionnaire. The response rate increased dramatically. It was suggested this was 
due to the fact that this section of the questionnaire became more prominent. In the 
present questionnaire, a number of aspects of this were investigated  in an attempt to 
clarify why students don’t complete the open ended section placed at the end of a 
questionnaire. First, the students were asked whether they actually completed the 
open ended sections (question 5) and what type of comment they made (question 6). 
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Why they did so (question 7 open probing ended), and finally, if they did not do so, 
why not (question 9). 
 
In table 9.4 it can be seen 64% say they completed the open ended section of at least 
one of the, in most cases, three evaluations they completed in the previous semester. 
Obviously this figure is higher than that actually observed in chapter three when 
responses to individual modules were examined. In that chapter it was recorded how 
few students who completed one evaluation filled in the open ended section. Here 
they are asked whether they filled in the open ended sections on any of the three 
module evaluations they had just completed. Also, they may well say they responded 
to create a favourable impression (Schwarz et al 1991).  
Table 9.4  
Showing responses to questions 5 and 6. 
5. Did you make any written comments on the back of the form for any of the 
modules you took?  YES/NO 
6. Were the comments you made (please tick as appropriate)  
                   Mainly favourable: mainly unfavourable: a mixture 
Type of comment 
n=140 (64.5%) 
Number of students 
saying they made 
the particular type 
of comment 
Mainly favourable 
about the module 
20    (14%0) 
Mainly unfavourable 
about the module 
46    (33%0) 
A mixture 
 
74    (53%) 
 
As can be seen in table 9.4 most people report they made a mixture of comments, 
then next highest response rate was for unfavourable and the least favourable. 
Students were asked why they had completed the open ended section. The figures in 
table 9.5 show percentages from the total population of 357, of whom only 64% said 
they completed the open ended section. The main reason given for completing the 
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open ended section, was to expand on what they have said in the tick boxes. A 
second reason was to try to make things better for the future. 
Table 9.5 
Reasons given for completing the open ended section 
To explain more fully my 
responses in the tick boxes 
13.7% 
To try to make things better for 
the future 
10.4% 
To express my opinion on matters 
not covered by the tick boxes 
8.4% 
To express my views about a bad 
lecturer, or other aspects of the 
course 
3.1% 
To express my views about a 
good lecturer or other aspects of 
the course 
2.2% 
Were instructed to do so on the 
form 
1.1% 
 
Table 9.6 provides more reasons for not completing the open ended sections. Most 
often it was felt they had said it all, in the forced choice tick boxes. Next, they could 
not be bothered. This explains why in the experiment reported in chapter three, when 
the open ended section was moved to the front of the questionnaire, far more people 
completed it. Presumably they had something to say because they had not already 
filled in the tick boxes. 
Table 9.6 
Reasons students give in question 9, for not completing the open ended sections of 
evaluation questionnaires. 
 Rank order  
low  score  
high rank 
I felt I had said all there was to say in the forced choice  
Questions 
1.20 
Could not be bothered to complete it 
 
1.57 
I felt uncomfortable making written comments 
 
1.90 
No time to complete it 
 
1.96 
I did not know enough about the content of the course to  
make judgements about it 
2.08 
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The use of directional probing open ended questions: 
It is interesting to note the response rates for question seven and the other directional 
questions  ten and eleven were 96%, 97% and 92% respectively. It was higher than 
noted in chapter three, which was 63%, when open ended sections were placed in the 
middle of the questionnaire and only 31% when they were placed at the end. The 
difference with the directional questions was they were being asked for explanations 
about a previous answer, rather than asked for a comment with no guidance at all. 
This does highlight another way in which open ended sections can be used. This 
technique of using open ended probing questions is neglected by most research 
methods texts. 
 
3. Whether some items of evaluation questionnaires are of more importance to 
students than others?’  
This question arouse from an issue raised in chapter five and concerns whether 
course sponsors and those who interpret evaluation forms are justified in treating 
every scale on the forms as being equally important to the student. Certainly, from 
the researchers experience as a trainer, when evaluation forms are examined the 
question is rarely asked about whether a particular area of comment is more 
important to the student than another. The official department feedback sheets from 
Loughborough University, for example which provide summary statistics of student 
views of modules and lecturers do not allocate different levels of importance to 
individual scales. It was suggested in chapter five this could be a mistake and have 
important consequences. If, for example, room conditions are regarded negatively as 
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a matter of course, then if this is taken as seriously as other factors then much money 
could be spent unnecessarily on room improvements. 
 
This issue was approached in two ways in this study. First by means of a Likert style 
scale. The students in the sample were asked to indicate how important they thought 
each particular item on the evaluations questionnaire, was to them, when they made 
their judgements. As can be seen in table 9.7 they do differentiate between factors. 
What is interesting, is the distribution of factors when they were subsequently 
classified by the researcher into ‘human related’, feelings about the course and 
‘hygiene factors’. These categories are ones which have been used throughout this 
thesis, and have been fully explained and discussed in previous chapters. The 
‘human related’ and feelings of content factors, dominate the top half of the table. 
These represent the most important aspect in the eyes of the students. To the student 
the lecturer, and the feelings about the content of the course are more important, than 
the ‘hygiene factors’. This is certainly not the impression one would get from 
comments made by the students in the open ended sections of their evaluations. They 
react negatively to hygiene factors, encouraging institutions to strive to improve 
these. In fact this is low on the students agenda! They are far more concerned with 
the presenter’s capabilities and the content of the material. 
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Table 9.7  
Showing responses to Question 4 asking ‘indicate by ticking the appropriate box 
how important each question is to you when you evaluate a course’. Responses are 
on a five point scale from ‘Extremely important’ scored 5, to ‘not at all important’ 
scored 1. 
Statement Overall 
Sample 
Category of  
Factor based on  
Criteria outlined in 
previous chapters 
The lecturer communicated clearly  
and Effectively 
4.66 Hum related 
The module has given me a good  
Understanding of the subject 
4.62 Feelings about  
 Content 
The lecturer was a good teacher 
 
4.61 Hum related 
The lecturer was enthusiastic about the
Subject 
4.54 Hum related 
The lecturer was well prepared 
 
4.51 Hum related 
I have learned a lot from this module 
 
4.37 Feelings about  
Content 
The module was well organised 
 
4.32 Hygiene 
The lecturer used helpful teaching aids
 
4.22 Hum related 
The library has the books and resource
I needed for this module 
4.20 Hygiene 
The module has developed my interest 
in the subject 
4.20 Feelings about  
Content 
The lecturer could be contacted for  
Advice by arrangement 
4.07 Hum related 
The module has helped me to think  
Critically 
3.95 Feelings about  
Content 
Support teaching eg tutorials/labs etc 
supplemented the lectures 
3.76 Hum related 
The way the module is delivered has  
Encouraged me to participate 
3.71 Hum related 
Projectors, boards and screens were 
Adequate for this module 
3.60 Hygiene 
The teaching rooms for this module  
were fit for their purpose 
3.37 Hygiene 
The computing facilities I needed for 
this module were satisfactory 
3.33 Hygiene 
I was able to get help in the library  
when I needed it 
3.28 Hygiene 
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When the students were asked to rank the various factors in priority order, (questions 
12 and 13), the pattern of results shown in table 9.8 emerged. Again it can be seen 
‘human related factors’ dominate the top half, and ‘hygiene factors’ the bottom half 
of the table.  
 
Table 9.8 
12. When making complimentary (question 12) and  negative (Question 13) 
comments about a course which things do you feel most the need to comment on. 
Showing rank in order of importance, in the box below. Low number represents a 
high rank. Correlation of two ranking columns .973, sig .000, n=9. 
Aspect of the course Complimentary
Scores low  
score high rank 
Negative 
Scores low  
Score high rank
The presenter/lecturer 
Hum rel 
1.86 2.12 
The content of the course 
Feelings about Content 
2.54 2.82 
The enjoyment of the course 
Feelings about Content 
3.25 4.06 
Course materials, audio visual aids, 
handouts etc 
Hygiene 
4.41 4.13 
The Learn Server 
Hygiene 
5.14 4.87 
Library facilities 
Hygiene 
6.29 5.49 
Your participation 
Human rel 
6.44 6.92 
Teaching rooms 
Hygiene 
6.84 6.25 
Other students efforts 
Human rel 
8.13 7.86 
 
If the results of the Likert scale and the ranking task are examined together, an 
interesting pattern emerges. The pattern followed by the ratings scale, and the 
ranking tasks, in table 9.9 has many similarities. The figures in this table take into 
account the different number of items within each factor. These are for the Likert 
scale - Human  related (8 items), Hygiene (6 items ), Feelings of content (4 items). 
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For the ranking task the total number of entries for each factor: Human related (3), 
Content (2), Hygiene (4). 
 
Table 9.9 
Showing the distribution of factors in terms of importance in the three categories, 
human related, feelings about content and hygiene factors for both the rating and the 
ranking scales. The percentages show the per cent. of respondents who allocated 
each category in the top or bottom of the scale. For example with ‘human related’ 
62% placed it in the top half and 38% in the bottom half. 
In top half of Likert scale 
Question 4 
 In top half of ranking 
scale Question 12 
 
Human related 62% Human related 33% 
Feelings of content 50% Feelings of content 100% 
Hygiene factors 33% Hygiene factors 37.5% 
In bottom half  In bottom half  
Human related 38% Human related 66% 
Feelings of content 50% Feelings of content 0% 
Hygiene 67% Hygiene 62.5 
 
DISCUSSION 
This questionnaire addressed three separate issues raised in previous chapters. In 
each case additional information has been provided which has extended the 
discussion reported in those chapters. 
 
First, from chapter two, it was noted those evaluating are more willing to praise 
presenters and criticise ‘hygiene factors’. The results of this questionnaire provide 
some support for the idea expressed in chapter two that people have a desire to act in 
a socially desirable manner, even if no one else knows they are doing so. The results 
of the questionnaire show people don't like to criticise other people. They feel 
uncomfortable, rude etc. They are far happier remarking unfavourably towards what 
they see as being ‘objects’. They fail to recognise people are in fact responsible for 
these ‘objects’. Probably because they rarely see them! 
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Second, in chapter three, it was suggested that people did not complete open ended 
sections of evaluation questionnaires positioned at the end because they felt they 
were less important. When the sections were moved to the beginning it was found 
many more people filled them in. This questionnaire shows at least one reason why 
the location is so important. Only those who feel strongly about an issue will 
normally make written comments at the end. Most people feel they have said all they 
need to on the early structured Likert scales.  
 
Third, in chapter five, it was pointed out sponsors often fail to take into account 
students may consider some things are more important than others The students who 
completed this questionnaire do see aspects of the course as having different 
importance to them. The tendency is to see the presenters, and the feelings about 
course content, as being of greater importance than ‘hygiene factors’. The findings in 
chapter two show they are willing to make negative comments about ‘hygiene 
factors’, and so students are more negative about things which they feel of less 
importance! When interpreting evaluation results one should not over emphasise 
criticisms of ‘hygiene factors’. This should be born in mind by universities and 
hotels which typically spend vast amounts of money upgrading their conference 
facilities. This is not to suggest ‘hygiene factors’ should not be improved, for 
commercial competitive reasons suggest they should be. It does mean care should be 
taken when they are criticised in case the real reasons for complaint is elsewhere. 
The message would appear to be for course sponsors to pay more attention to the 
quality of the presenters and the course content, both of which are of greater 
importance to the students than the venue. 
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CHAPTER TEN 
EDUCATIONAL VARIABLES: AN EXAMINATION OF THE 
IMPACT OF THE GENDER OF THE STUDENT ON 
EVALUATIONS 
In chapter one three educational variables were mentioned which were found to have 
links with evaluations. The first, the type of teaching was examined in chapter five. 
The second is the type of student which is to be examined in this chapter. Feldman 
(1993) in a review of the literature identified 39 articles which investigated the 
relationship between instructor gender and student evaluations. The result of these 
studies proved to be ambiguous, and to provide some clarification the study reported 
in this chapter addresses two questions. First whether, there is any reason to believe 
gender will have an influence on how males and females evaluate courses. Gender is 
a variable which distinguishes individuals in biological terms. It also influences 
social behaviours but it only matters in evaluation research if it can be shown the two 
sexes differ in characteristics which relate to evaluating. The second question, if the 
first suggests there is reason to continue with this study, is what impact does gender 
have on evaluations. In this study many of the variables not controlled for in previous 
studies are taken into account. 
 
Studies examining the impact of gender on evaluations 
Attempts to investigate this issue by previous researchers have produced confused 
and inconclusive findings. A number, for example, Aleamoni and Thomas (1977) 
and Doyle and Whitley (1974), have produced no difference in ratings of quality of 
instruction between males and female students. Other researchers such as Caffrey 
(1969), have shown no difference in the rating of the performance of male and 
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female instructors. When looking at the ranking of same sex instructors females have 
been consistently shown to rate female instructors more highly than they do male 
(Bendig 1952, Walker 1968, Basow 1995 and Tatro 1995). Female students appear to 
rank instructors generally higher than they do male instructors (Ferber and Huber 
1975 p 961, Pohlmann 1975). These findings are not clear cut and the studies 
themselves fail to take into account many factors other than gender which can effect 
evaluations. These will be outlined later in this chapter. Perhaps the first question to 
address is whether it is to be expected that gender is actually a factor which should 
be expected to have an effect on evaluating behaviour.  
Stage one 
Is there any reason to believe gender will have an influence on evaluating 
behaviour? 
Patrick (2000) outlined a number of characteristics  which could well influence 
evaluations of courses. These were factors such as, noticing and remembering things, 
and relating to people. Patrick (2000 p110) points out it is important that the exact 
skills which are needed, are identified for evaluations. A major criticism which can 
be directed at the gender research into evaluations is the studies have not shown 
differences can be expected which actually relate to the ability to evaluate. This is the 
task of stage one to be reported here.  
 
When presenters are evaluated by  students a number of factors influence what they 
see. Indeed the questionnaire results in chapter nine indicate students are sensitive 
about making negative comments about another person. Individual sensitivity to 
others is a well documented gender difference. (Lytton and Romney 1991). Fagot 
and Hackan (1991), and more recently Wilgosh (2002), are among many researchers 
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who highlight traditional gender stereotype differences with females being more 
sensitive to relationships. In a practical application Bailey and Zucker (1995) suggest 
that female teachers are generally more aware, and sensitive, than male teachers. A 
study by Lawlor (1993) indicates that this was the case with reference to child abuse. 
This latter can be an emotionally charged situation, and many courses do not involve 
this. Any difference in sensitivity between the sexes needs to be shown in a less 
emotionally charged situation or relationship, if it is to be related to course 
evaluations.  
 
The first stage which relates to this first question looks at possible gender differences 
with evaluation in mind, trying to identify whether gender differences occur in 
relevant skills or attributes. Patrick’s (2000) outline of factors provides a useful 
starting point for the investigation.  These factors include noticing and remembering 
things and relating to other people. In this first study 504 young people were given a 
questionnaire. This was intended to test the notion that males less than females will 
notice people, and remember things. One difficulty which emerged when designing 
this study was that it is not easy to compare male and female relationships with 
others. There are so many possible combinations of relationships, for example, 
male/female, or female/female, parent/child etc.  
 
To make a fair comparison between males and females it is necessary to have 
something as a test or measure which does not have a clear bias of interest towards 
members of one or other sex, but it needs to be something which can include an 
emotional reaction. To select cars, or clothing choices as topics, for example could 
be considered gender biased, and neither involve a live relationship. A questionnaire 
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was used in the present study which controlled for many of these variables using the 
technique of making reference to pets as the object of a relationship rather than other 
humans. This can be thought of as being more gender neutral if participants all have 
contact with pets. Researchers such as Entin (2001) have examined pets with regard 
to their place in the family and note they are very real members of the group. Sable 
(1995) reported that young people can have a strong attachment to their pets. Indeed 
Franklin and White (2001) reported that many young people display 
anthropomorphism towards their pets giving them human characteristics. Melson 
(1989) reported some children are more closely attached to their pets than others. 
The relationship between humans and their pets may well provide some insight into 
the gender difference in  perceptions. It is necessary to determine whether specific 
differences are shown to be present, which according to Patrick (2000) can be related 
to evaluating behaviour. If these are present then there is a justification for looking at 
gender as another social influence on evaluating. 
 
On the basis of evidence from studies of stereotypic gender differences it was 
hypothesised that females more than males would notice, remember and relate more 
towards their pets. 
 
METHOD 
These were 252 male and 252 female students attending school and university 
courses. The mean age was 18.67 years with a range from 16 to 22 years. All had 
been living with a pet some time during the previous three years. This population and 
age range was selected for two reasons. First, their emotional development would be 
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reasonably ‘mature’. Second the relative importance of pets would be less likely, 
than for older people to be in competition with a long standing human relationship. 
Ethical considerations: 
All participants were informed of the purpose of the questionnaire and no deception 
was involved. Permission to take part for the students at school was obtained through 
the schools involved. The researcher, as a qualified teacher formerly employed by 
the LEA, conducted the study. Participation was voluntary and all forms were 
returned anonymously. They were informed the data was confidential to the 
researcher and that it formed part of her postgraduate research project. They were 
debriefed when the task was completed. School students were provided with a school 
contact, and undergraduates with an e mail contact if further feedback was required. 
The Questionnaire: 
The questionnaire used was partly based on previous studies. To measure how much 
they notice and remember a selection of imaging questions were devised by the 
researcher as a result of focus group discussions. To measure how they relate to 
others a number of attachment questions were derived from Sable (1995) and a 
number of anthropomorphism questions were derived from Albert and Bulcroft 
(1988). See appendix linked to this chapter for a copy of the questionnaire used in 
stage one of the study. Examples of the questions included are: 
To notice and remember:  
Imaging  question 
Do you remember the exact marking on your pet when it is not there? 
To measure relations towards others: 
Attachment: 
Did you feel you received affection from that pet? 
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Anthropomorphism 
Pets should have the same rights as people: 
 
RESULTS 
The data in table 10.1 shows females more than males image (notice and remember) 
their pets when they are not present. They are also more attached to their pets than 
are males. In addition they see their pets as having more human characteristics. Table 
10.2 shows the correlations (all above .6) between imaging and the relationship 
people have with their pets. According to Sheenan and Duprey (1999) these 
correlations fall at the top end of the range of moderate relationships. 
Table 10.1 
Showing comparisons on three factors between males (n=252) and females (n=252). 
High score indicates better imaging, more attachment and more  anthopomorphism. 
Statement category Mean 
scores 
Standard 
deviation 
t. score 
df. = 502 
Signific
ance 
Imaging        Male 
                 Female 
5.42 
6.02 
1.44 
1.33 
4.861 .000* 
Attachment Male 
                Female 
34.79 
38.15 
7.52 
7.11 
5.15 .000* 
Anthrop       Male 
                Female 
18.56 
21.36 
4.67 
5.04 
6.47 .000* 
 
 
Table 10.2 
Showing correlation for the three attitude/perception elements for imaging and the 
relationship people have with their pets. 
Elements Total sample 
N=504 
Attach/Anthro .636  sig .000 
Attach/Image .612 sig .000 
Anthro/Image .600 sig 000 
 
DISCUSSION 
The results of stage one of this study show females notice and remember more than 
males about details of their pets (image) and have a more ‘emotive’ relationship with 
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their pets. This finding would suggest a real difference between males and females, 
in characteristics which according to Patrick (2000) are significant with regard to 
evaluations of courses. This provides some support for the view gender is a variable 
which it is reasonable to conclude will have an impact when evaluating courses. If 
these findings transfer to completing evaluation forms it does suggest, for females 
more than for males, they will notice and remember detail more and relationships 
established during a course will be more significant to them. There is therefore 
reason to believe gender will have an influence on how students evaluate courses. 
 
Stage two 
What influence does gender have on how students evaluate courses? 
The findings of previous researchers about the effects of gender on evaluating, 
outlined earlier in this chapter are not  clear. Stage one of this study just reported 
provides some evidence to believe gender should be a variable in evaluating. The 
second stage of this study takes into account experimental controls not considered 
by studies mentioned earlier in this chapter. Variables like course topics, gender of 
tutor and student, are rarely taken into account in undergraduate studies for 
practical reasons. It is quite rare for exactly the same course to be repeated many 
times in colleges, for the content changes year by year. The tutors themselves 
change as they become more experienced after years in the job, and rarely do male 
and female tutors teach the same courses. Students evaluating different courses will 
also differ in terms of interest. Hence many factors cannot be taken into account in 
typical undergraduate studies. Typical of the format used is that of Sheehan and 
DuPrey (1999) who examined 161 psychology courses over a two year period. 
These courses were on different topics, were taught by many tutors, and were 
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attended by a wide variety of students. Feldman (1977), summarises the evidence 
of gender differences in evaluating as not too convincing, and showing differences 
only occur on a small number of scales.  
 
Two other issues have been raised in completely different areas of research which 
may also suggest directions for the gender differences. One is the evidence males and 
females look at aspects of the environment differently and this may impact on the 
way in which they evaluate courses. Heckert et al (2002) noted with college students, 
females, in their criteria for choice of career, put more emphasis on factors such as 
working conditions, facilities for child rearing, career certainty and working hours 
than did men. These factors it can be argued are quite closely associated with what 
have been discussed in this thesis as ‘hygiene factors’. These have been shown in 
previous studies reported in this thesis, to be more readily criticised by course 
participants than ‘human related factors’. These are primarily comments about 
presenters. It may be the case female evaluations would more appreciate these 
hygiene factors. Hence it would be expected females more than males would be more 
favourable in their responses to ‘hygiene factors’. Of course if they were poor it may 
be assumed females would be more unfavourable in their evaluation. 
 
The second area of possible difference between the sexes concerns use of language. 
Seifert et al (2000 p 214) point out that females use more words than males to say the 
same thing. With the structured questionnaire this is not relevant but with the open 
ended it is. This does raise the issue of responses to Likert and open ended sections 
being very different. This was first mentioned in the study reported in chapter two, 
then again in chapter seven when the ’halo effect’ was examined It would be 
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expected that following from Seifert et al (2000) females would be expected to use 
more words than males in their responses on the open ended evaluations. 
 
It was hypothesised: 
1. Females rather than males would react favourably to’ human related factors’ 
(following Ferber and Huber 1975). 
2. Females rather than males would react more favourably to the ‘hygiene factors’  
(following of Heckert et al (2002).  
3. Females would use more words than males in the open ended evaluations 
(following Seifert et al 2000). 
METHOD 
Stage two was conducted with students attending a postgraduate teaching skills 
course. Unlike the one used in the study reported in chapter two of this thesis, the 
gender of the participants was recorded. The course consisted of three half days held 
over the three week period. The course is described in detail in the appendix linked 
to chapter two. In this study an attempt is made to control some of the variables 
commonly neglected by other researchers, such as Aleamoni and Thomas (1977) and 
Doyle and Whitley (1974) into gender and evaluations. These include variables such 
as the gender mix in classes, class size and sex of presenters.  The content of the 
teaching skills course was reasonably gender neutral. The structure, and teaching 
techniques included lecture, groupwork, and student presentations were the same for 
each group of students. This ensured the experience for each group of students was 
very similar. The course was repeated twenty three times. 
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Participants; 
120 Males and 95 females attended the course in mixed sex groups. 25 per cent of 
the participants had English as a second language. All courses contained male and 
female participants, to eliminate the chance of varying demographics occurring in 
single sex classes. The class sizes approximated nine for all groups, so that all classes 
were of about the same size. This avoided  complications found by Defusco (1999), 
when evaluations were found to be more favourable with classes of 11-15 than those 
smaller (10) or larger (16+).  
The presenters on all courses comprised one male and one female both in their late 
fifties and both experienced tutors. The female tutor was the researcher. This ensured 
the same two tutors were being evaluated for all participants, and therefore style and 
approach would be largely constant. The age difference of approximately twenty five 
years between student and tutor was thought to be a means of reducing the likelihood 
of physical attractiveness being an influence on the results of the study.  Aronson, 
Wilson and Akert (1997) indicate the perception of attractiveness between 
individuals is partly determined by judgements of similarity. This variable does not 
appear to have been controlled in previous studies of gender differences which have 
looked at evaluating. 
Evaluation forms were given each participant at the end of the third session which 
consisted of a number of structured statements which required a response on a five 
point scale from very poor to very good. In addition there was an open ended section 
with trigger words ‘The best thing about the course’ and ‘the worst thing about the 
course’.  
Analysis: The twelve structured statements, outlined in table 10.3 were analysed 
individually on five point scales from very poor to very good. They were classified 
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into three groups: ‘human related’ statements, feelings about the content statements 
and hygiene statements. This categorisation follows that outlined in detail in chapter 
two and again in chapter seven. The open ended responses were analysed using the 
same categories as those which were used in the previous studies. In addition the 
number of words included in the favourable and unfavourable responses were 
calculated for each category following Seifert et al (2000). All these measures were 
compared between males and females.  
 
RESULTS 
Hypothesis 1. Females rather than males would react favourably to ‘human related 
factors’  
The first hypothesis was not supported from the Likert structured questionnaire data 
(see table 10.3) There was only a significant difference on one aspect namely the 
integration of the parts of the course, otherwise there was no significant difference 
between males and females in their reaction to the ‘human related factors’. It was 
supported however from the open ended responses (see table 10.5) for the females 
responded more favourably than the males to the presenter. 
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Table 10.3 
Showing male (n= 120) and female (n= 95) comparisons on the measures 
 recorded on the structured section of the evaluation forms 
Individual 
statements grouped 
in categories 
Mean 
scores 
Standard 
deviation 
t. score 
df. = 213 
Signific
ance 
Human Related 
statements 
    
Quality of       Male 
presentation    Female 
4.63 
4.65 
0.57 
0.60 
0.35 .73 
Quality of       Male 
group mang   Femalet 
4.60 
4.66 
0.57 
0.48 
0.87 .39 
Appropriate    Male 
-ness of level  Female 
4.18 
4.03 
0.79 
0.87 
1.34 .18 
Integration    Male 
Of parts        Female 
4.18 
4.34 
0.55 
0.55 
2.02 .05* 
Total  human  Male 
related          Female 
17.59 
17.68 
1.70 
1.92 
0.37 .71 
Feelings about content 
statement  
    
Enjoyability Male 
of course      Female 
4.60 
4.56 
0.53 
0.54 
0.58 .57 
Meet needs    Male 
                      Female 
4.28 
4.19 
0.76 
0.76 
.821 .41 
Useful           Male 
                      Female 
4.36 
4.27 
0.73 
0.94 
.743 .46 
Total Feelings  Male 
Content          Female 
13.23 
13.02 
1.61 
1.76 
0.921 .358 
Hygiene statements     
Consistency Male 
publicity     Female 
4.31 
4.21  
0.63 
0.60 
1.15 .25 
Quality of    Male 
audio-visual Female 
4.10 
4.51 
0.70 
0.65 
4.28 
 
.000* 
Quality of    Male 
handouts      Female 
4.17 
4.64 
0.74 
0.48 
5.43 .000* 
Administration Male 
                       Female 
4.40 
4.76 
0.56 
0.43 
5.16 .000* 
Good equal     Male 
Opportunities  Female 
4.53 
4.52 
0.59 
0.62 
0.08 .93 
Total            Male 
Hygiene       Female    
21.52 
22.64 
2.28 
1.67 
4.02 .000* 
Overall        Male 
                    Female 
4.32 
4.18 
0.71 
0.87 
1.27 .20 
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Hypothesis 2. Females rather than males would react more extreme favourably to 
the ‘hygiene factors’.  
The second hypothesis was supported by the results of this study. From the analysis 
of the structured evaluation questionnaire as can be seen in table 10.3 the three 
hygiene elements show a gender difference, with females being significantly more 
favourable than males. The responses to the open ended ‘hygiene factors’ were not 
so markedly different between males and females as can be seen in table 10.4. The 
females only reacted to the audio visual aids more favourably, as can be seen in table 
10.5, than the male participants.  
 188
Table 10.4 
Showing  favourable responses on the open ended section of the evaluation 
questionnaire. 
Statement category Mean 
scores 
Standard 
deviation 
t. score 
df. = 213 
Signific
ance 
Human related 
statements 
    
Presenters       Male  
                       Female 
1.24 
1.91 
1.66 
1.77 
2.87 .005* 
Participation   Male 
                       Female 
1.85 
1.51 
1.87 
1.80 
1.36 .17 
Group             Male 
                       Female 
 0.79 
0.84 
1.37 
1.48 
 0.26 .80 
Total           Male 
Favourable  Female 
Human related score 
5.54 
5.60 
2.06 
2.52 
0.19 .85 
Number of     Male 
Words           Female 
Human related  
9.63 
8.50 
6.42 
5.30 
1.38 .17 
Feelings about 
content 
    
Content          Male 
                      Female 
1.66 
1.34 
1.88 
1.78 
1.27 .20 
Hygiene factors     
Audio-          Male 
Visual aids   Female  
0.18 
0.44  
0.77 
1.06 
2.12 .04* 
Venue          Male 
                    Female 
0.30 
0.19 
0.88 
0.64 
1.03 
 
.30 
Total           Male 
Favourable  Female 
Hygiene Score 
0.48 
0.63 
1.12 
1.138 
0.99 .32 
Number       Male 
Of words     Female 
Hygiene 
0.53 
1.09 
1.38 
2.42 
1.92 .056 
Total            Male 
Favourable   Female 
words  
10.16 
9.60 
6.46 
6.47 
0.63 .53 
 
Hypothesis 3. Females would use more words than males in the open ended 
evaluations 
The third hypothesis was partially supported, for although there are no gender 
differences (see table 10.4) for favourable comments as can be seen in table 10.5, 
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female participants use more words to express their displeasure about both ‘human 
related’ and ‘hygiene factors’ than do males. 
                                                        Table 10.5 
Showing  unfavourable responses on the open ended section of the evaluation 
questionnaire. 
Statement category Mean 
scores 
Standard 
deviation 
t. score 
df. = 213 
Signific
ance 
Human related 
statements 
    
Presenters       Male  
                       Female 
0.00 
0.00 
0.00 
0.00 
- - 
Participation   Male 
                       Female 
0.10 
0.67 
0.63 
1.50 
3.80 .000* 
Group             Male 
                       Female 
 0.00 
0.00 
0.00 
0.00 
- - 
Total              Male 
Unfavourable Female 
Human related Score 
0.57 
0.88 
1.40 
1.66 
1.52 .13 
Number of     Male 
Words           Female 
Human related  
1.42 
2.79 
3.43 
6.00 
2.11 .04* 
Feelings about 
content 
    
Content          Male 
                      Female 
0.47 
0.21 
1.29 
0.89 
1.65 .10 
Hygiene factors     
Audio-           Male 
Visual aids     Female  
0.63 
0.32  
1.38 
0.99 
1.84 .07 
Venue            Male 
                      Female 
0.43 
0.32 
1.25 
1.13 
0.05 
 
.96 
Total               Male 
Unfavourable Female 
Hygiene Score 
1.06 
0.75 
1.87 
1.40 
1.30 .19 
Number         Male 
Of words       Female 
Hygiene 
1.45 
2.96 
2.74 
8.03 
1.92 .056 
Total               Male 
Unfavourable Female 
words  
2.86 
5.75 
3.89 
10.54 
2.77 .006* 
 
Support for the studies reported in chapters seven and eight: 
An incidental finding from the results of this study provides further support for that 
reported in chapter seven. In that chapter it was shown with university lecturers a 
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‘halo effect’ occurred. This was shown by a high correlation between the three 
factors used in the evaluation of courses, ‘human related’, feelings about content and 
‘hygiene’. As can be seen by the high level of the correlations in table 10.6 in this 
study with postgraduate students, the same three factors ‘human related’, feelings 
about content and ‘hygiene’ are again linked. This provides further evidence of the 
occurrence of a ‘halo effect’. 
Table 10.6 
Showing correlations for positive scores on the structured evaluation.  
N=215 
Elements of course Human 
Related 
(Likert) 
Hygiene 
 
(Likert) 
Feelings of 
Content 
(Likert) 
Human related (Likert) 1.00 .670 .610 
Hygiene (Likert) .670 1.00 .409 
Feelings Content (Likert) .610 .409 .1.00 
 
A point to note in table 10.3 is the scores on all the Likert style structured measures 
average above three which is the ‘average’ score on the scale. Whilst this is nice 
from the tutors point of view (one of whom was the researcher) it confirms yet again 
the findings reported in chapter eight of this thesis that students tend to respond at the 
favourable end of Likert scales. The data from the present study conducted on a 
different sample population of postgraduates taking a different course, replicates that 
finding. 
 
DISCUSSION 
The findings of stage one, reported earlier in this chapter, add to the expectation a 
gender difference could be anticipated in course evaluation responses. This was 
demonstrated by clear differences in three relevant characteristics seen by Patrick 
(2000) as being important in evaluating namely: noticing, remembering things and 
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relationships. This supports the view of this researcher, that a study of evaluating 
would be incomplete without taking gender into account. 
 
The findings of stage two have highlighted two features concerning the link between 
gender and course evaluations, which have not previously been investigated under 
such controlled conditions. First males and females do differ in how they evaluate 
certain aspects of courses but not others and it depends on the type of evaluation 
form used. This supports Feldman’s (1977) finding showing gender differences occur 
only on some scales.  
 
For the ‘human related factors’ with the Likert style structured evaluations the 
difference between males and females is limited to views on the integration of the 
parts of the course. With the open ended section the females responded to the 
presenter more favourably than the males. From the perspective of gender 
differences this partially supports the view noted in stage one of this study, and also 
the research findings of Ferber and Huber (1975), that females are more concerned 
with their relationships than are males.  
 
For the ‘hygiene factors’ the work of Heckert et al (2002) would imply different 
reactions could be expected between males and females. In the present study this 
would seem to be the case with the females being more favourable about the 
‘hygiene factors’ on the Likert scales but not noticeably so on the open ended ones.  
 
If you take the human related and hygiene scales together females were generally 
more favourable in their evaluations than the males on both the structured Likert 
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style and the open ended questionnaires. This really does mean that when comparing 
evaluations of one module with another the gender of the students needs to be taken 
into account, if that comparison is to be meaningful. 
 
These findings raise the issue of respondents reacting very differently to different 
styles of evaluation form. In chapter three it was noted few people completed the 
open ended sections of questionnaires when they had already competed the Likert 
style scales. It was noticed in chapter seven the ‘halo effect’ occurred with the Likert 
style scales but not the open ended sections. The difference in male and female 
responses on the two scales observed in this study adds another variable to the 
differences between evaluation formats. 
 
This study has gone further than previous researchers who have looked at gender 
differences in evaluating, by providing controls for many variables not commonly 
taken into account. Gender differences have been examined by other researchers in 
terms of factors such as liking for presenters (Bendig 1952 and Walker 1968), but not 
in terms of questionnaire design. It does seem from the results of this study there are 
differences in the way males and females respond on evaluation forms. They notice 
and react differently in predictable ways. Most importantly it has been shown these 
differences vary depending on the format of the evaluation questionnaire. This is 
something which has been neglected in the research literature into gender and 
evaluations. These findings may go some way towards explaining why previous 
research which has looked at gender differences in evaluating has produced 
ambiguous results.  
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CHAPTER ELEVEN 
EDUCATIONAL VARIABLES: THE EFFECTS OF DIFFERENT 
TYPES OF COURSE ON EVALUATIONS 
 
The type of course is the third educational variable, mentioned in chapter one, to be 
taken into account when considering factors influencing evaluations. There is 
evidence in the literature which links type of course with how well received it has 
been. This is an important area because evaluations are sometimes used to provide a 
comparative rating of lecturers. The significance of those ratings will be very much 
less if the greater part of any difference is a result of the course content rather than 
the actual delivery. In the study which is reported in this chapter the evaluations of a 
sample of probationary lecturers taking part in two types of courses are compared. 
 
In the literature the relationship between type of course and evaluations appears to be 
an area which is relatively neglected. Only a small number of studies reported in 
electronic data bases and books on teacher training look at this area. One such by 
Lovell and Haner (1955) found teachers of required courses generally received lower 
student ratings in evaluations than did those of elective courses. This study only used 
a series of Likert style rating scales This was also found to be the case in a study by 
Gage (1961). In another study Pohlmann (1975) evaluated five aspects of the courses 
namely an overall view of how good the course was, how interested the tutor was in 
the student, how difficult the student found the course, whether assignments were 
clearly marked, and how good the tutors actual presentation was. Pohlman found on 
these factors undergraduate students evaluations on the elective courses were better 
than for the required courses. More recently Boland, Llehman and Stroade (2001) 
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also found whether a course is a  required or an elective one is a variable which has 
been shown to be important in relation to student attitudes towards educational 
programmes, and can be applied to most disciplines. Looking at another aspect of 
type of course Bassin (1974) reported instructors of quantitative courses received 
lower ratings than those of non-quantitative courses. Bassin’s study used a rather 
narrow evaluation style including only Likert scales. It was concerned with five 
aspects of the teaching: lecture quality, exam quality, text suitability, participation 
and consideration. 
 
There are a number of methodological weaknesses with these studies. First 
McGoldrick and Schuhmann (2002) point out with electives one of the factors 
students take into account when selecting the course is who the presenter is. It could 
well be a process of self selection which influences the evaluations. Students only 
attended courses run by tutors they like, and therefore evaluations are likely to be 
good.  Second previous studies conducted with undergraduate evaluations have 
different instructors for each course so the type of course and the instructor both 
vary. Third the type of student attending various courses may be different. Collins 
(1996) in a study of 483 students found those from different faculties, varied 
intellectually. In this instance liberal arts and business studies students were 
compared. The liberal arts students were found to be more intellectually motivated. 
These three variables – the tutor, the course content and the type of student,  raise the 
question as to whether differences in evaluation found by these researchers are a 
result of differences between tutors, or the course content, or the students taking 
those courses, or a combination of all three? 
 
 195
This study examines the required versus the elective variable which was one of the 
few which had been highlighted in the literature. This was chosen merely as an 
example of one type of course difference, which might influence evaluations. The 
participants taking the different courses were from the same population group of 
lecturers taking part in their probationary training programme. This took into account 
Collins (1996) finding as the lecturers were distributed widely and fairly randomly 
across academic disciplines. 
 
The present study takes into consideration factors which have been found in previous 
studies reported in this thesis to influence evaluations. For example it has been 
shown in chapter two that open ended responses produce different reactions 
depending whether the course participants are praising or complaining. It is intended 
to take into account both Likert style rating scales and open ended style evaluations. 
This takes the issues examined in the study far further than Lovell and Haner (1955) 
who only looked at rating scales. It will also look at a wider range of items evaluated 
than Pohlmann (1975) who concentrated solely on the presenter and did not take 
‘hygiene factors’ into account 
 
Some of the observations made about the variables present in the above research 
conducted by Pohlmann (1975) and Bassin (1974) had a direct bearing on the 
selection of suitable training programmes for use in the present research project. The 
researcher felt it was necessary when looking at evaluations to ensure the three 
variables: the presenter, the type of teaching and the type of student were similar for 
all courses. In addition, in view of Bassin’s (1974) finding about the poor evaluations 
given to quantitative courses they were excluded. It was hoped only the content of 
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the courses and whether they were required or elective would differ. These 
requirements made the selection of courses difficult.  
 
It was hypothesised: 
1. On Likert scales students would rate elective courses more favourably than would 
those on required courses. 
 
2. On open ended evaluations students would make more favourable comments on 
elective courses concerning ‘human related’ and feelings about content elements, 
than would those on required courses, but this would not apply to ‘hygiene 
elements’. 
 
3. The number of unfavourable open ended statements would not be significantly 
different between students on the required courses and those on the elective courses. 
 
METHOD 
Participants: 
Data was gathered from the course evaluations of 185 probationary lecturers from 
seven East Midlands universities, who attended staff training courses. They were 
from a range of subject areas including business studies, engineering, science, social 
science and mathematics. This takes into account Collins (1996) observation students 
from different subject areas differ in various ways. This does mean any differences 
found in the study are unlikely to be a result of the participants being from any 
particular academic discipline, as the sample is a cross section with approximately 
twenty percent coming from each of the above disciple areas. 
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Type of courses: 
The major difference, besides the actual content of the courses, was that for the 
required courses the 93 lecturers were expected to take them as part of their 
probationary training programme. The other 92 lecturers attended elective courses, 
which were provided by the same training department as part of their programme of 
courses intended to enhance individual development. The three topics of the required 
courses included assessment, encouraging critical thinking and small groupwork, all 
of which related to teaching skills. The three topics of the elective courses were 
related to personal development and not directly to their employment and included 
financial management, individual bargaining skills and managing occupational 
stress. Each course was conducted for at least two intakes of students with an average 
class size of about 11. A total of seven intakes were included for both the required 
and the elective courses. The difference in the nature of the content does mean that 
the courses are different not only in the fact that are required or electives but also in 
terms of type of content. Any differences found could be a result of the matter of 
choice or of the type of content. This needs to be taken into account, although for 
convenience the tables of results will refer to required and elective courses. 
 
All courses were taught by the same tutor. This was important in the light of the 
comment by McGoldrick and Schuhmann (2002), that one of the factors students 
take into account when selecting an elective is who the presenter is. With the same 
presenter teaching on both required and elective courses this was not a factor likely 
to influence the results. It did have the effect of severely restricting the number of 
courses, which could be included in the study.  
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Another restriction on the availability of data was that to be included a courses had to 
be taught using the same tuition methods. The ‘workshop’ approach was used which 
consisted of a combination of lecture, group discussion and participatory exercises 
during a half day session.  
 
Evaluation forms: 
All the evaluation forms used were the same for each course and used a format, 
which included both rating scales and open ended sections. The rating scales 
included scales concerning the three types of factors referred to throughout this 
thesis, namely ‘human related factors’, feelings about content and ‘hygiene factors’. 
Detail of this evaluation form and the categories are given in chapter two.  
 
RESULTS 
Hypothesis 1. On Likert scales students would rate elective courses more favourably  
than would those on required courses. 
This hypothesis is supported for as can be seen in table 11.1 the scores for the 
evaluations are higher for the elective courses than for the required. This applies to 
all three elements.  
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Table 11.1 
Showing required (n=93) and elective (n=92) comparisons on the measures recorded 
on the structured section of the evaluation forms 
Individual statements 
grouped in categories 
Mean scores Standard 
deviation 
t. score 
df. = 183 
Significan
Human Related statem     
Quality of       Req 
Presentation    Elec 
4.04 
4.52 
0.81 
0.58 
4.62 .000* 
Quality of       Req 
Group mang   Elec 
3.96 
4.08 
1.11 
0.94 
0.79 .433 
Appropriate    Req 
-ness of level  Elec 
3.95 
4.30 
0.99 
0.68 
2.87 .005* 
Integration    Req 
of parts        Elec 
3.85 
4.12 
1.13 
0.77 
1.90 .06 
Total  human  Req 
Related          Elec 
15.80 
17.02 
3.09 
2.02 
3.19 .002* 
Feelings about content 
statement  
    
Enjoyability    Req 
of course         Elec 
4.11 
4.61 
0.80 
0.51 
5.07 .000* 
Meet needs      Req 
                        Elec 
4.19 
4.47 
0.74 
0.64 
2.69 .008* 
Useful             Req 
                        Elec 
4.16 
4.46 
1.02 
0.56 
2.43 .016* 
Total Feelings  Req 
Content            Elec 
12.46 
13.53 
2.16 
1.30 
4.07 .000* 
Hygiene statements     
Consistency      Req 
Publicity           Elec 
3.92 
4.33  
1.02 
0.80 
2.97 .003* 
Quality of         Req 
Audio-visual     Elec 
3.23 
3.97 
1.45 
0.86 
4.22 .000* 
Quality of         Req 
Handouts          Elec 
4.08 
4.32 
0.80 
0.69 
2.18 .030* 
Administration Req 
                         Elec 
3.90 
4.27 
1.22 
0.61 
2.67 .008* 
Good equal      Req 
Opportunities   Elec 
3.46 
3.95 
1.72 
1.16 
2.24 .027* 
Total                Req 
Hygiene           Elec 
18.58 
20.74 
3.60 
2.57 
4.69 .000* 
Overall            Req 
                        Elec 
3.30 
4.38 
1.78 
0.85 
5.25 .000* 
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Hypothesis 2. On open ended evaluations students would make more favourable 
comments on elective courses concerning ‘human related’ and feelings about content 
elements, than would those on required courses, but this would not apply to ‘hygiene 
elements’. 
Support for this hypothesis is very limited for as can be seen in table 11.2 with the 
favourable open ended evaluation scores there is no significant difference for the 
‘human related factors’. Perhaps the lecturer’s performance was the same for elected 
and required courses? Maybe the control of having the same lecturer throughout 
worked! The content and ‘hygiene factors’ are regarded more favourable for the 
elective courses than are the required courses. 
Table 11.2 
Showing  favourable responses on the open ended section of the evaluation 
questionnaire. 
Statement category Mean scores Standard 
deviation 
t. score 
df. = 183 
Significance
Total               Req’d 
Favourable      Elec 
Human related score 
1.99 
1.57 
2.51 
2.36 
1.18 .238 
Feelings about Req’d 
 Content           Elec 
0.63 
2.63 
1.58 
2.52 
6.46 .000* 
Total                Req’d 
Favourable       Elec 
Hygiene Score 
0.44 
0.11 
1.17 
0.60 
2.43 .016* 
 
Hypothesis 3. The number of unfavourable open ended statements would not be 
significantly  different between students on the required courses and those on the 
elective courses. 
As can be seen in table 11.3 there was no difference in unfavourable comments for 
any of the three open ended categories between required or elective courses. 
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Table 11.3 
Showing unfavourable responses on the open ended section of the evaluation 
questionnaire. 
Statement category Mean scores Standard 
deviation 
t. score 
df. = 183 
Significance
Total               Req’d 
Unfavourable  Elec 
Human related Score 
0.33 
0.28 
1.10 
1.23 
0.296 .768 
Feelings about Req’d 
 Content           Elec 
0.16 
0.22 
0.77 
0.91 
0.452 .652 
Total                Req’d 
Unfavourable   Elec 
Hygiene Score 
0.55 
0.75 
1.46 
1.70 
0.865 .388 
 
DISCUSSION 
This study has made a contribution to our understanding of the effect of the type of 
course on evaluations. Previous studies (eg Polhmann 1975) have included large 
samples with many courses, but with few controls. Lecturers differed from course to 
course, the content of courses varied and the students differed. The results of the 
Likert scale ratings used in this study were predicted on the basis of previous 
research findings (Pohlmann 1975). The three elements ‘human related’, feelings 
about course content and ‘hygiene’ were all regarded more favourably by students on 
the elective course rather than those on the required course. In the previous studies 
different presenters were used for different courses. With the present study a single 
presenter was used for both types of course. The result on the Likert scale means 
either the presenter performed better for the elective courses or the students 
favourable view of him was determined rather more by whether they had elected to 
do the course or not. It is understandable that the content would be more appealing to 
students if a course was an elective rather than a required one. They had chosen to do 
it. but it really is hard to see why the presenter should actually be any better. To the 
lecturer they are not required or elective courses, he is simply expected to teach both 
and uses the same workshop approach for both the required and the elective courses. 
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It is just as difficult to see why the ‘hygiene factors’ should be regarded better. The 
same administrative team was running both types of courses and there is again no 
reason why they should treat one differently to another. For them the job is the same 
whether the students is taking the course as a required or an elective course. It would 
certainly seem as though the more favourable rating of the elective course, is a result 
of the reaction of the student to choosing the course rather than the performance of 
the administrators.  
 
At this point it is important to acknowledge the major weakness of the study, for 
although the two types of course differ in terms of whether they are compulsory their 
content also differs. The required courses are all to do with teaching skills. The 
elective courses are all to do with personal development. It could be suggested this is 
the cause of the difference rather than whether they are required or elective. This 
criticism is justified. Sadly there are few examples of courses attended by some 
students as an elective and by others as a required subject. The researcher found a 
couple, but in each case those attending as a required element were students 
specialising in the subject and those attending as an elective were from another 
subject discipline. On the other hand it should be stressed the three required courses 
differed from each other quite markedly in content and so did the three elective 
courses. The elective variable it could be argued was an important factor in 
accounting for the differences between the two groups of courses. The results of the 
study should not however be dismissed for in spite of this experimental problem 
more variables have been controlled than in any other study. If it only shows students 
prefer one type of course than another that is a substantial finding when all the 
variables others have failed to control have been taken into account. 
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Previous studies are also limited in the type of evaluation they look at. They are 
concerned solely with rating scales. The open ended evaluations reported in this 
chapter produce different results to the Likert scales and once again suggest the two 
formats are producing different reactions from the students. The open ended 
comments produce significantly more favourable responses for the content and 
hygiene scores for the elective rather than the required courses. Again it is easy to 
understand the difference for the content element but less easy to account for the 
difference for the ‘hygiene element’. It is noticeable that the ‘human related element’ 
produces no such difference. With the unfavourable open ended statements there 
were no significant differences between the reports of those attending the required or 
the elective courses.  
 
The results of this study support the findings of previous research which showed how 
favourable an evaluation students give to a course is influenced by whether they have 
chosen to take that course or not. It shows by using different evaluation forms, 
namely Likert style or open ended this pattern of results varies. It does go further 
than the previous research for it indicates these differences are much more 
widespread than was previously thought. As well as affecting the view of the lecturer 
it also affects the view of the content of the course and even the administration 
involved with that course.  
 
This result is important for those involved with teaching modules. There is a growing 
tendency to rate lecturers and support units such as the media services department on 
the basis on student rating. In the United States many lecturers are actually paid on 
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the basis of their student ratings. This study has provided some evidence to support 
the view some elements of the evaluation is decided by factors which have nothing to 
do with the teaching on the course. In this present study whether a course was 
required or an elective has been shown to influence how well regarded it was by the 
students. In a similar way Bassin (1974) showed whether a course was quantitative 
determined how favourable students were to it. This is where sponsoring bodies like 
a University, Local Education Authority or school need to be involved. They should 
be urged to build up a data bank from other courses conducted under their remit. This 
could be used to provide a yardstick against which to compare the evaluation 
outcomes of any individual course. Required courses should be compared with other 
required courses and not with courses taken as electives. On the basis of other 
research findings quantitative courses should be compared with other quantitative 
ones and not with qualitative courses. Although this study has only looked at a small 
sample and at one variable (required versus elective) it does provide some evidence 
to suggest crude evaluations where courses of varying types are simply compared to 
each other are totally inadequate. 
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CHAPTER TWELVE 
PULLING THE THREADS TOGETHER 
This thesis has examined a range of factors which have been shown to influence how 
people complete “pencil and paper” style evaluations used on training programmes. 
It has been suggested interpretations of answers on evaluation forms should be made 
with extreme care. If they are taken at face value a false impression may be gained of 
what students think about courses. All the factors discussed in this thesis are well 
known in other contexts such as for example interviews. They have not previously 
been shown to have an impact on the way in which people complete evaluation 
forms. 
 
The use of paper and pencil evaluations is far more widespread than for training 
courses alone and the implications of the findings reported in this thesis could be 
quite extensive. Mention has been made many times of the links between reactions to 
‘human related’ and ‘hygiene factors’ and conference venues. One of the largest 
providers of these venues is the hotel sector. Although it is possible to make hotel 
reservations on the Internet, non of those approached by the researcher provided 
computer evaluation facilities. All used paper and pencil style evaluations. The 
evaluation schemes used by a sample of 24 major national and international hotel 
chains are detailed in table 12.1. As can be seen in the table 54% use Likert style 
scales followed by an open ended section. These forms have similarities to course 
evaluations for they cover some ‘human related factors’ such as reception, bar and 
catering staff. The major part of most forms cover hygiene factors such as equipment 
in the rooms, quality of food etc. The studies included in this thesis have not included 
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the use of evaluation forms by hotels, but the similarity in the evaluation of hygiene 
factors does merit mention.  
Table 12.1 
Showing the design of evaluation forms used by hotel chains 
Likert scale 
only 
Open ended 
only  
Likert scale with 
open ended at 
the end 
Likert and 
open ended 
mixed 
No 
evaluation 
scheme 
Holiday Inns Hilton group 
International 
Choice hotels Days Inn Travelodge 
Holiday Inn 
Express 
 Moat House 
Hotels 
Travel Inn IBIS hotels 
Voyages 
Hotels and 
resorts 
Intern.. 
 Premier Lodge Sheraton Plaza 
International 
Bond Place  Quality hotels   
  Novotel   
  Ramada Jarvis   
  Mercure Hotels 
International 
  
  Millennium & 
Copthorne Hotels 
International 
  
  The Lakes Resort 
International 
  
  Thistle Hotels   
  Marriott Hotels 
International 
  
  Sofitel-(Accor) 
Hotels 
International 
  
  N.H. Hotels 
International 
  
 
In addition to hotels a variety of organisations and commercial enterprises use pencil 
and paper evaluation forms. A number of examples will help illustrate how 
widespread the use is and also the variation in style of form used. Again it is 
noticeable which format is the most popular: 
 
A Likert scale with an open ended section at the end is used by TGI Fridays the 
restaurant chain, Belleck Pottery, a manufacturing company in Northern Ireland, 
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Sainsbury’s supermarket, and airport operator Perth International, Australia. This 
format is also adopted by English Heritage and privately owned Stately homes at 
Chatsworth House in Derbyshire and Belvoir Castle in Leicestershire. 
 
An open ended section at the end of each Likert statement referred to in chapter three 
as ‘mixed’ is used by a privately run stately home Strokestown Park in Southern 
Ireland and by the Archers holiday tour company.  
 
A Likert scale on its own is used by Bus/rail transport company National Express.  
 
An open ended form without any structured scales is used by the Sea Containers 
International ferry company. 
 
A Likert scale, followed by a ranking scale and finally an open ended section is used 
by the National Trust. 
 
It is assumed in research methods texts which describe the strengths and weaknesses 
of various styles of questionnaire forms (for example Bryman 2001, Fowler 2002, 
Hayes 2000 Shaughnessey et al 2000 and Sommer and Sommer 1997), that  
characteristics of the use of a questionnaire in one situation are similar in others. It is 
not being claimed here that current findings can be applied to the use of these style of 
evaluations in the hotel and leisure sector. This would require further research, but 
the precedence set by the research methods texts is a helpful one bearing in mind the 
similarity in use. There is no reason to believe people will fill in hotel or other 
commercial enterprise forms any differently than they will course evaluations. 
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Naturally some aspects of evaluations such as activity measures are not relevant to 
the hotel industry. There are implications concerning Likert scales and open ended 
scales and reactions to human related and hygiene factors which are relevant to the 
hotel industry. This is particularly so in view the importance of staff relations with 
customers and the many billions of pounds of investment involved in providing 
facilities (hygiene factors). This mini survey showing the range of organisations 
using evaluations forms may help the reader appreciate the possible wider 
implications of the findings of this thesis. 
 
OPEN ENDED STYLE EVALUATIONS 
Open-ended format and socially desirable reactions: 
The first finding reported concerns the use of open ended evaluations. One argument 
for using open ended evaluations put forward by researchers such as Strauss and 
Corbin (1990), is it enables people to respond freely and express things about the 
course which concern them. They suggest they may not be able to do this within the 
confines of a structured questionnaire. This argument does not take into account 
factors which have been highlighted in this study. The results of the open ended 
evaluation  reported in chapter two immediately the courses were finished, showed 
participants did not appear to be totally free in their comments. They performed as 
though they wanted to see themselves in a socially acceptable light. They praised 
presenters and other human related factors and criticised hygiene factors which they 
felt were ‘not personal’. This finding was based on a study which included two 
sample populations, one of child abuse co-ordinators and another of post graduate 
research students attending a teaching skills course. In a study reported in chapter 
seven with a sample of university lecturers the finding was replicated. In a further 
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study involving a questionnaire completed by university undergraduates, reported in 
chapter nine, further evidence which supported the social desirability interpretation 
was provided when the students actually said they felt uncomfortable when they 
criticised a lecturer. This certainly is a very different view to the one presented by 
Leslie Rae (1992 p 104) when he suggests the learners are in control of the 
evaluation comments they make when the open ended format is used. It has been 
argued in the study reported in chapter two what they said about the course was 
influenced by what they felt was socially desirable.  
 
When students mentioned the presenters or course contents they tended to respond 
positively. When issues such as the venue or catering are referred to (Herzberg’s 
1966 hygiene factors) students tended to react negatively. The interpretation offered 
in this thesis was inspired by Wall`s (1973) explanation in terms of sociable 
desirability. In order to express unfavourable feelings, they selected an issue which 
was not personal, or socially unacceptable. This takes our understanding of the 
influence of desirability further than the simplistic notion offered by Diamond (1972) 
who merely noted we respond in a socially desirable manner and did not make any 
distinction  between positive and negative reactions. According to the student 
questionnaire reported in chapter nine of this thesis they were happy to criticise the 
‘hygiene factors’ because they were not ‘criticising a person’. 
 
Open ended format and anonymous responses: 
It was originally mentioned researchers (eg Beed and Stimson 1985 and Memon and 
Bull 2000) have shown when interpreting responses in an interview, which is 
obviously not anonymous, account needs to be taken of attempts to create a 
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favourable impression. The idea that open ended questions provide an opportunity 
for course participants to express themselves freely (eg Strauss and Corbin 1990), is 
brought into question by the results of this study. It is assumed participants say what 
they want, particularly when, according to Diamond (1972), they cannot be 
identified. This study has shown they can be influenced by psychological factors 
such as the desire to see themselves in a socially acceptable manner, even though 
their responses were anonymous. It would appear, from evidence presented in this 
thesis, with evaluations conducted anonymously respondents are still, possibly 
without realising it, trying to create an impression by reacting in a socially desirable 
manner. Interpreting evaluation responses needs to take this into account. 
 
Open ended negative comments can be misleading: 
It was found that although open ended evaluations may be very suitable for 
favourable reactions, they may have limitations when unfavourable reactions are 
considered. When being negative, students said they felt more comfortable 
commenting on the ‘hygiene factors’. These results suggest that the providers of the 
venues (which are one aspect of the ‘hygiene factor’) may be subject to far more 
criticism, than is justified. This is significant when the competitive nature of the 
accommodation market, (eg hotels) for training programmes is taken into account. 
This reaction may even result in course organisers changing venues when, it is not 
necessary. It does not mean these ‘hygiene factors’ should be neglected. It is a 
competitive market. It does mean poor ratings on ‘hygiene factors’ on open ended 
scales may reflect rather more closely an acceptable way for students to express their 
displeasure of other aspects of a course. A poor presenter or inadequate content for 
example.  
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Open ended placed after structured evaluations: 
Both open ended and structured evaluation formats have strengths and weaknesses 
which do not seem to be commonly acknowledged, either in the training evaluation 
texts (for example, Holcomb 1998, Rae 2002, and Salas et al. 2003), nor in the 
research methodology texts (for example, Fowler 2002, Hayes 2000 and 
Shaughnessey et al 2000). No mention is made in these texts of what may occur 
when both are used together. It is shown in the study reported in chapter three that 
there are problems when this is done. Once people had completed the structured 
questionnaire few filled in  the open ended section. In a questionnaire, detailed in 
chapter nine, subsequently administered to undergraduates, some reasons for this 
were given. The results of this questionnaire show at least one reason why the 
location is so important. Only those who feel strongly about an issue will normally 
make written comments at the end. Most people feel they have said all they need to 
in the forced choice section.  
 
It is argued here the small number of people who complete open ended sections 
could make the sample unrepresentative. In a follow up of this study with a far larger  
sample of undergraduates it was shown, in chapter three, how the problem could be 
overcome. By locating the open ended section of the evaluation questionnaire at the 
beginning, or after each individual statement or question, rather than the end, the 
proportion of the sample filling it in rose from just over thirty per cent to between 
sixty and eighty per cent. This increase in response rate was very important  when it 
comes to the validity of any interpretation of  the findings. The result of the study 
reported in chapter three is however of more significance than merely an illustration 
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of a way of increasing response rate. It indicates how a ‘demand characteristic’ 
which is really another social influence can have an impact on responses to open 
ended evaluations. One explanation for this is by making the open ended section 
more prominent it would appear to put pressure on the student, it ‘demands’ the 
student completes it. This is yet another example of a factor which have been shown, 
in this thesis, to influence the way in which people respond on evaluation forms. 
 
Open ended format and the type of student: 
Morgan and Ogden (1981) in their comprehensive review of evaluation studies 
stressed the need to take into account major educational variables. One such is the 
gender of the student which researchers (see the review by Feldman 1993) suggest 
interacts with course evaluations. Findings of these researchers are confused and 
ambiguous. There were many weaknesses in previous studies mainly concerning 
their failure to control a number of variables. It seemed to the present researcher 
gender differences should be included in this study of evaluations if those differences 
could be shown to relate to appropriate skills or aptitudes. In the first stage of the 
study reported in chapter ten, characteristics relevant to evaluating were seen to 
differ between males and females, which appeared to justify the inclusion of gender 
as a variable. In the second stage of the study reported in chapter ten, many variables 
not normally controlled for in college student studies were taken into account. These 
included sex of lecturer and content of the course. It was seen there were no gender 
differences on Likert scales but there were ones on open ended sections where 
females regarded their presenters more favourably than did males. They also reacted 
more favourably to ‘hygiene factors’ on open ended scales. This did not occur with 
Likert style scales.  The fact that the two sexes responded differently on structured 
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likert style scales and open ended evaluations, suggests the two styles of evaluation 
forms may be measuring different things. This took the issue of gender research into 
the area of the structure of questionnaires which has not been taken into account in 
the basic texts on evaluations.  
 
ACTIVITY MEASURE EVALUATIONS 
The influence of effort-reward criteria on the selecting of activities by 
participants: 
The two studies reported in chapters four and five have shown how misleading it is 
to assume the activities recommended in a course which a student carries out are a 
reflection of how good those aspects of a course were. The work of Siegrist (1996), 
outlined in his effort-reward model of behaviour, indicated that people will chose a 
behaviour which demands only minimal effort and provides maximum return. This 
model was applied to activity measures evaluation of post course behaviour. It was 
found in the study reported in chapter four the child abuse co-ordinators gave the 
children lots of material to read about child abuse, but provided little input 
themselves. It was argued, based on Siegrist’s (1996) model, participants of the child 
abuse course were selecting those activities to perform which required the minimum 
of effort to carry out. It was suggested the activity measure was not evaluating the 
training course as is assumed when this style of measure is used. It was, showing the 
participants were simply doing whatever activities required the least effort! 
 
In the study reported in chapter five further data relating the effort-reward model to 
evaluations was provided. Here it was noticeable the practical activities the 
participants took part in after the course were largely those under their own control. 
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They disseminated information informally and through staff meetings, and worked 
on documents and procedures. If these activities had been taken as measures of the 
effectiveness of the course then it would have been regarded as highly successful. On 
the other hand very few organised In-Service Educational and Training Sessions 
(INSETS) specially to do with child abuse. This would suggest this aspect of the 
course was unsuccessful. It is suggested here, following from Siegrist’s (1996) view, 
this was a result of the control over an activity an individual has, which is itself 
linked to effort. Most schools have policies with regard to INSETS which are outside 
an individual’s control. There is also competition between topics to be the subject of 
INSETS. The amount of persuasive effort needed to set up an INSET is considerable. 
If INSETS had been used to evaluate the effectiveness of the course then it would 
have been regarded as a failure.  
 
If these results are applied to evaluation of college courses an obvious problem 
emerges. Maynard et al (2002) interpret student test results as a reflection of the 
effectiveness of a course. The implication from the studies reported in chapters four 
and five would suggest it may be more a reflection of the student’s interests and 
effort than on the course and the tutors.  
 
Activity measures and measures of knowledge: 
Following from the ideas of Hoyt and Howard (1978) the assumption that knowledge 
and behaviour are correlated is questioned in chapter five. This looked at tasks 
completed by the child abuse co-ordinators three years after a course was attended. It 
was reported high levels of knowledge and confidence were related. The relationship 
with tasks carried out was not high. The assumption is often made knowledge, which 
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it may be possible to test immediately, is linked with later action. The study reported 
in chapter five suggests this is an unsound assumption. This has serious implications 
for end of course evaluations which are based solely on knowledge gained. It is 
probably not a good thing to use  knowledge as a test for skill training. It may be 
more appropriate to use knowledge tests for an academic course. Even this may be 
debatable bearing in mind the observation in the previous section which suggests 
knowledge based tests may actually be a better test of the student’s interests than of 
the tutors performance.  
 
Activity measures and measures of  attitudes can produce different results: 
In the study reported in chapter five the relationship between measures of attitudes 
and activity measures to assess the success of a course were discussed. The results of 
various research studies made it clear any links there were, were subject to many 
qualifications. Wicker (1969) came to the conclusion, as a result of a review of 
studies, that they provided no evidence of a link between attitudes and behaviour. 
Fishbein and Ajzen (1974), on the other hand showed, over time, there was evidence 
of a relationship between behaviour and attitudes. The present study whilst not 
intended to get involved with this debate has looked at the use of both measures. 
 
It was noted in chapter five different uses of attitude and activity measures produce 
very different results. Participants attending CATI who had a positive attitude 
towards child abuse/protection material being included in the curriculum, tend to 
include more material (an activity measure) than those who do not have a positive 
attitude. The former specify more items which they include in their teaching. This 
showed a link between attitudes and activity measures.  
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On the other hand, if you compare child abuse co-ordinators who did not attend the 
course, with those who did, there is no difference in attitude. This would imply the 
course had no effect. Those who attended CATI  however did include more 
abuse/protection material (an activity measure) in the curriculum. This would suggest 
the course did have an effect. In this case, if attitudes alone had been measured the 
course would have appeared to have had no effect. By asking what specific actions 
had been taken, the course was shown to have had an effect.  
 
Choice of comparison groups as yardsticks: 
A further finding of the study reported in chapter five also relates to attitudes but this 
time in connection with the use of yardsticks or comparisons against which to 
measure change. For purposes of this study two very different comparisons were 
used. The one consisted of child abuse co-ordinators who had not attended CATI but 
were doing the same job as those who had attended the CATI courses and the other a 
group of teachers not acting as child abuse co-ordinators. When compared with the 
untrained child abuse co-ordinators those who attended CATI had a higher score on 
three out of the four attitude scales. With the teachers who were not child abuse co-
ordinators those who attended CATI had higher scores on all of the four attitude 
scales. The point raised here was the course appeared to have been far more 
successful when compared with the latter control group than with the former. This 
did raise a serious issue which has been generally disregarded by those interpreting 
course evaluations which concerned whether measures should have equal 
significance. In this study the significance of the finding would have been materially 
changed depending on the importance of the one factor where there was no 
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difference between the course participants and the untrained co-ordinators. This issue 
of the relative importance of items used for evaluations is taken up in the study 
reported in chapter nine, when undergraduates were given a questionnaire about why 
they filled in evaluation forms in the way they did. It was shown here some items 
were seen as being far more important to them than others. The theme of yardsticks 
for comparison was followed through in chapter eleven from the perspective of the 
type of course attended. 
 
Comparisons on the basis of the type of course: 
Morgan and Ogen (1981) in their review of evaluation studies mentioned type of 
course as an educational variable which should be taken into account when 
evaluating. The present author’s own experience as a teacher and trainer has 
intuitively led her to believe the type of course has an impact on how students 
evaluate them.  This is one of the reasons why in this thesis a variety of courses have 
been used for purposes of gathering data. These included the child abuse training 
course, teaching skills courses, lecturer training courses and undergraduate courses. 
Many of the findings reported in this thesis have been shown to occur in more than 
one type of course. The study reported in chapter eleven examined this issue in 
detail. It was here shown that students regarded elective courses more favourably 
than required courses. It was argued that if the results of evaluations were to have 
any meaning they should be reviewed in terms of yardsticks which allowed for 
comparison of like with like. An elective course, should not for example be 
compared to a required course, for as was shown here the students may well evaluate 
the former more favourably. The significance of these findings is increased as they 
support, in principle, the findings of Pohlmann (1975) which were criticised earlier 
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in this thesis for failing to control sufficiently for certain variables.  It would also 
lend some support in principle for the work of Bassin (1974). This was also criticised 
for failing to control many variables. He suggested quantitative courses were less 
likely to receive favourable evaluations than courses which did not contain statistics. 
It is argued here there is a strong case for comparing like with like when course 
evaluations are compared. 
 
STRUCTURED LIKERT STYLE EVALUATIONS 
The “halo effect” when completing a questionnaire: 
Structured Likert style evaluation questionnaires have been shown in the studies 
reported in this thesis to have characteristics which have not been highlighted in the 
main research methods texts. They seem to be influenced by some very basic social 
psychological phenomena. In the study reported in chapter six an attempt was made 
to see whether any one teaching method was superior. This was an aspect of 
evaluation which was included in this thesis primarily because in the literature 
(Maynard et al 2002; Morgan and Ogden 1981), it was stressed this should always be 
examined when evaluating a course. The most interesting thing to come out of this 
study was the positive correlation between the responses of the child abuse co-
ordinators on the courses to each of the three methods of teaching tested. This is 
referred to as a ‘halo effect’ by other researchers such as Eagly et al (1991) and 
Jackson et al (1995). It was examined in more detail in chapter seven where the 
existence of the effect was noted with very different factors, a different course and a 
very different sample of students, namely university lecturers. The results of this 
latter study showed if the university lecturers attending the courses liked one aspect 
of the course they also liked another. Here the responses to the three categories of 
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factors, ‘human related’, feelings about the content of the courses, and ‘hygiene 
factors’ were shown to correlate indicating a possible ‘halo effect’. This occurred 
with the structured questionnaire only. On the Likert scales students who liked, or 
disliked one aspect of a course also liked or disliked other aspects of the course. This 
did not occur on the open ended sections. This finding was further substantiated in 
the study reported in chapter ten when male and female postgraduate students 
attending a teaching skills course were examined. Evidence of the presence of a ‘halo 
effect’ was again observed with high correlations between the three categories of 
factors, human related, feelings about the content of the courses, and hygiene factors. 
These studies all showed students responses did not discriminate between different 
aspects of the courses. Interpretations of evaluations need to take this into account. 
Aspects of the course which may actually be rather poor are helped to appear more 
satisfactory by basking in the reflection of better parts.  
 
Likert scales and responding at the favourable end of the scale: 
In chapter eight it was demonstrated that far from being objective, structured Likert 
scales produced responses on evaluations which showed a tendency to agree with the 
satisfactory statements. To test whether this really was simply a case of the students 
all liking the courses a special study was devised. This concerned  the willingness of 
teachers to include children with problems into mainstream school. The important 
thing about this study was the literature and the ranking task included in the study 
provided good reason to believe the teachers would not actually support the notions 
put forward. In this particular study it was shown how responses on the Likert scales 
did not actually reflect what the participants believed according to their performance 
on a ranking task. The implications of this response pattern were amply illustrated 
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during a conversation the researcher had with a senior executive of a major insurance 
company at the time of completing the write up of this chapter. He had just 
completed a 360 degree evaluation in his work section using Likert style scales. This 
involves every person evaluating every other person up to and including the senior 
executives. He indicated he was pleased with the outcome as everyone seemed to 
have generally favourable views about others. When the researcher outlined the 
findings of the study reported in chapter eight his reaction was surprise, and he 
decided he would look at the data again using the mid point score as his bottom 
marker, rather than the negative end of the scale. He felt it had totally altered his view 
of the evaluation. This does highlight the wider implications of the findings of this 
particular study. 
 
Likert scales and the selection of measures for use in structured questionnaires: 
In the questionnaire reported in chapter nine, which was given to undergraduate 
students their views were sought about which aspects of a course were important. 
The reason for seeking this information was based on findings earlier in this thesis 
concerning the use of confidence as a measure of course effectiveness. In chapter 
two an interesting revelation concerned the fact that only 8% of child abuse co-
ordinators mentioned confidence on the open ended evaluations after completing the 
course. If one refers to the study reported in chapter four where a structured 
questionnaire is used, confidence is included as a measure in two questions. The 
responses show, on average, participants felt more confident after they have taken 
the course. This really does make one question what concepts are used in structured 
evaluations. Rae (1992) argues it is a good thing for the trainer to be able to select 
the factors to be evaluated. From the point of view of the trainer, confidence is a 
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good measure to use. From the evidence, given in the study reported in chapter four, 
knowledge and confidence are correlated. Most courses, however bad they are, 
impart knowledge. A structured evaluation questionnaire which includes knowledge 
and confidence, is, from the evidence reported in this thesis, almost always going to 
give a positive response. One of the advantages, as seen by Rae (1992), of structured 
evaluations would seem to have the rather dubious side effect of making it possible 
for the trainer to ‘fix’ the evaluation to produce a favourable finding. The results 
reported in chapter nine from the undergraduate questionnaire make it clear from the 
participants perspective, not all aspects of a course are of equal importance. This 
does suggest the measures selected for inclusion in a structured evaluation 
questionnaire, need to be considered carefully. This is to ensure interpretations of 
evaluation forms take into account the relative importance of various aspects of any 
course to the student, the tutor and the course sponsor. It needs to be remembered 
McGough (1998) reported the interests of trainers and sponsors can be very different. 
The use of focus groups consisting of all stakeholders may be a means of doing this. 
The questions they select need to provide a fair evaluation of a particular course. 
 
Do Likert scales measure the same thing as Open ended answers? 
A finding which has been referred to many times in this thesis concerns what 
happens when Likert style scales and open ended sections are used together on the 
same questionnaire. This was first highlighted in chapter three when it was shown 
that few people completed open ended scales when they were placed after a Likert 
scale. More completed them when they were placed at the start of a questionnaire or 
in the middle. A reason for this was explained in chapter nine when the students 
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explained they did not complete the open ended section because they had said all 
they had to say on the Likert scales.  
 
Of further interest were the findings referred to in chapters seven, ten and eleven. In 
these studies a variety of findings showed how Likert style scales and open ended 
sections were completed very differently. In chapter seven, for instance, data from 
161 university lecturers attending 13 training courses was analysed and the answers 
to a Likert scale and an open ended scale were compared. The study looked at three 
factors: ‘human related’ such as the presenter, feelings about the course and ‘hygiene 
factors’ such as the facilities. It was found for the Likert scales there was a high 
correlation between these which was explained in terms of the ‘halo effect’. There 
was no evidence of a link between the Likert scales and the open ended answers. 
There was also no evidence of a halo effect between the three factors on the open 
ended answers. This suggests the two types of scales produce different results. 
 
In chapter ten when gender differences were examined (120 males and 95 female 
postgraduates attending teachings skills courses) it was found on Likert scales there 
was no gender difference with ‘human related factors’. For the open ended answers 
females were more favourable than males. On both Likert scales and open ended 
answers females were more favourable than males for the ‘hygiene factors’. This 
again suggests Likert and open ended scales do not show the same pattern of results.  
 
The differences between Likert scales and open ended answers was also shown in 
chapter eleven which looked at how required and elective courses were evaluated by 
185 probationary lecturers. It was found on the Likert scales for all three factors: 
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‘human related’, feelings about the course and ‘hygiene factors’ the elective courses 
were evaluated better than the required ones. For the open ended comments there 
was no difference between required and elective courses for ‘human related factors’ 
but there was for feelings about content and ‘hygiene factors’. Once again this 
showed how the answers given to evaluations differ depending on the type of form 
used.  
 
In quite complex ways it has been shown here that when courses are evaluated using 
Likert scales the answers given can be very different from those provided by open 
ended style questionnaires. These three studies have shown how complex these 
differences seem to be. Again, referring to the basic texts mentioned frequently in 
this theses they mention some of the strengths and weaknesses of each type of 
questionnaire but do not mention that answers on different styles of evaluation 
forms, about the same course, by the same people, produce very different answers. 
 
In conclusion 
It would appear from the results of the studies reported in this thesis evaluation 
forms, as commonly used at the end of training courses are influenced by a whole 
range of influences. Many of these have been shown to apply in other contexts such 
as interviews, but have not been related to course evaluations in the basic 
methodology and evaluation texts. It should also be appreciated the use of these style 
of evaluation forms extends far beyond course evaluations so the implications may 
be widespread. Descriptions of methods of evaluations presented in the research 
methodology texts which outline the merits and limitations of different styles of 
questionnaire (for example Bourgue and Fielder 1995, De Vaux 1991 , Fowler 2002, 
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Hayes 2000 and Shaughnessey et al 2000) and in specialist texts concerned with 
evaluating techniques (for example Patton 1987, Warr et al 1971, Holcomb 1998, 
Rae 2002, and Salas et al 2003), largely fail to draw attention to these limitations. It 
needs to be stressed the important thing derived from any evaluation is not the data 
itself. What is essential is the interpretation of that data. It is evident from the results 
of these studies that the belief evaluations measure the impact of a course is a 
misleading one. In the final chapter of this thesis an attempt will be made to look at 
the educational implications of the use of course evaluation forms. They do need to 
be of use to the students who provide the feedback and also the presenters and their 
course sponsors. 
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CHAPTER THIRTEEN 
SOME EDUCATIONAL IMPLICATIONS 
 
This thesis has highlighted a number of influences which can effect evaluation 
measures and has been patterned around a discussion of these and the measures 
themselves. In this final chapter a different approach is to be adopted. This centres 
on the educational purposes course evaluations are typically used for. There are a 
number of different reasons for wanting to evaluate a course. An early work by 
Warr, Bird and Rackham (1971), first mentioned in chapter one of the thesis, 
suggested one of the main reasons for evaluating a course is to increase its future 
effectiveness. They argued modifications made as a result of student evaluations can 
achieve this. Kirkpatrick (1976) suggests another reason to evaluation a course is to 
find out whether a presenter is performing satisfactorily. Other educational uses have 
been suggested by Siddons (1997), for example, who points out the importance of 
evaluations as a means of showing how well a course has changed student behaviour. 
This type of evaluation has been referred to this thesis, as an activity measure. 
Siddons (1997) also points out other educational needs such as to identify weak areas 
of delivery, assess the learning curves, reinforce knowledge and assist future course 
planning 
 
The aim of this chapter to look at some of these and other educational aims to apply 
the findings of this thesis to them. The question should not be which evaluation form 
to used, but what is the educational purpose of a particular evaluation? For example, 
if the purpose of the evaluation is to see how good the lecturer is, the findings of this 
thesis would suggest a different approach to the evaluation needs to be adopted from 
 226
one where the purpose of the evaluation is to see how the course needs to be 
developed.  
 
Two studies, one by Diamond (1972) and a second more recent one by Gomez, Lush 
and Clements (2004) will be referred to throughout this chapter as they both provide 
illustrations of how researchers have failed to link educational aims with evaluation 
methods. Looking at their ‘mistakes’ may help make the lessons learned in this 
thesis clearer. These two studies are not highlighted in order to be critical of another 
researcher, neither of who have had the opportunity to read this thesis! They do 
provide good examples of evaluations which fail to take into account the link 
between educational use and evaluation format. A number of educational aims of 
evaluations will now be discussed in the light of the findings of this thesis. 
 
The aim of Evaluating a lecturer and recommendations: 
If one looks at the task of evaluating a lecturer, the findings of this thesis provide 
some guidelines. We know from chapter two if an open ended form is used most 
replies are favourable. This is because, as explained by the student questionnaire in 
chapter nine, students are not happy criticising people. Using this method alone may 
not provide a reliable assessment of the lecturer. A second thing to emerge from this 
thesis when comparing one lecturers performance with another was seen in chapter 
eleven when it was found some courses are more positively received than others. 
This may mean the course content rather than the lecturer is being evaluated. There 
are a number of reasons this may happen. It could be a result of the type of academic 
subject. For example quantitative courses tend to be less popular than discursive type  
subjects. The obvious implication is the lecturer needs to be compared to one 
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running a similar course. Sadly this is too simple. In chapter ten it was shown the 
gender of students influenced the evaluation. Females tended to be more favourable 
than males. This also needs to be taken into account. Already it is becoming clear 
comparisons are not straight forward. 
 
Another variable is discussed in chapter six, which can influence how the presenter 
is viewed. Different teaching methods may produce different reactions from 
students. Although in this thesis no one was style consistently shown to be better 
than any anther, other researchers such as Lohman (2001) have shown that the style 
of teaching is an important variable to take into account when evaluating. What is 
interesting about these points is the need to work with controls and comparisons 
when evaluating a lecturers performance. 
 
Before deciding on a form for evaluating a lecturer or presenter it is necessary to ask 
a number of questions. If the purpose is to look for improvement over time the same 
form may be used on two occasions. It may be the aim is to look at a number of 
skills. These may include, for example, clarity of speech, structure of course content 
and the use of different visual aids. The types of measures can be pre-planned on a 
structured form to provide a check list. As the aim is planned it may seem 
appropriate for the students to indicate their views on specific issues on a Likert 
scale. Rating on individual scales, or subsections of a scale, were shown in chapters 
six and seven to be related. Just because a lecturer scores well on a scale, for 
example ‘the presentation’, does not mean the scores on another scales which tend to 
also be good are a true reflection of that lecturers ability. It may well just be the 
‘halo’ influence. When using Likert scales the impact of the ‘halo effect’ should be 
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taken into account This scale would only be suitable for an overall comparison with 
possibly that of another lecturer. To evaluate a range of specific issues an open 
ended questionnaire would probably be better as there is less likely to be a halo 
effect. The disadvantage of an open ended questionnaire is that it cannot be 
compared so easily as can the Likert scale, with the evaluation of other lecturers. 
Another aim of evaluating a new lecturer may be to show how they compare with 
their peers. If it is regarded in this manner a Likert scale can be very useful, but 
when making any sort of comparison many factors need to be taken into account. 
 
It should be apparent from this brief discussion no one evaluation format is 
appropriate for assessing lecturer behaviour. The framework should be the precise 
educational aim of the evaluation which needs to be clearly identified. 
 
The aim of making a comparison with other courses and recommendations: 
One of the functions an evaluation can be used for is to show how good a lecturer or 
a course is when compared to others. Many universities, and other institutions, 
routinely have all students evaluate the courses they take. They use Likert scales 
which are computer read. Numeric scores can be compared between individual 
courses in departments. In chapters five, ten and eleven of this thesis the studies 
reported show how this type of comparative data needs to be used with caution. It 
has been mentioned factors such as type of teaching, type of student and type course, 
need to be taken into account when making comparisons. This is very true of the 
Gomez et al (2004) study which was published in a refereed academic journal. In 
this they tried to show the effect of adding a work placement element to a course. 
The researchers compared students who had been on a years work placement with 
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those who had not. They found those who had been on the placement got higher 
marks on the examination at the end of the course. This misses a point about the 
need for care when using comparisons, which has been raised in this thesis. The 
comparison was not a good one. The students on the placement were a year older 
than those who were not. It is a large time span for someone so young and could 
have explained the difference between the two groups of students. 
 
To illustrate the educational implications it may also be useful to refer to the study 
by Diamond (1972). He used the main three methods of evaluations which have been 
referred to in this thesis. The study provides a nice illustration of a way a lot of what 
has been found can be applied in the educational context. The study was an 
evaluation of a new course taught using student led discussion. It was conducted on 
one hundred and four male and female undergraduates in Hawaii. It is a useful study 
which illustrates the use of three different evaluation methods. It is a blunderbuss 
approach which can be seen as a safe way of doing something, because it takes lot of 
different things into account. Far more recently Sommer and Sommer (1997 p132) in 
their research methodology text recommend this approach when they suggest the 
secret of getting a useful evaluation is to use more than one evaluation format. The 
findings of the studies reported in this thesis cast doubt on this idea. It has been 
suggested filling in part of a form affects how someone will fill in another part of it. 
If you fill in a Likert scale, for instance, it can affect how you fill in a later open 
ended section. People tended to think if they add a second, or third evaluation that 
will give them more information. They assume what they don’t find from the Likert 
scale they will pick up from the open ended scale. The error in this approach has 
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been shown in chapter six and seven when completing two Likert scales resulted in a 
‘halo affect’.  
 
In chapter three an open ended section after a Likert resulted in an unacceptably low 
response rate. When making comparison with other courses, a Likert type scale may 
only be good at obtaining an overall impression but not for looking at unrelated sub 
scales such as the presenter and the library because of the ‘halo effect’. Other 
variables such as type of teaching, type of course and type of student all need to be 
taken into account when making actual comparisons. 
 
Evaluating a new course in order to revise and modify it: 
The idea for this present research project evolved when the author was designing a 
new course and she was planning the method of evaluation. This experience raised 
her awareness of the important link between educational aims and evaluation 
methods. When a course is in a development stage it is helpful to get immediate 
student feedback. This can be done by allowing them to express their views freely in 
an open ended evaluation form. This method was used by the present  author when 
she was designing the Child Abuse Training Initiative Course (CATI), reported in 
chapter two of this thesis. The open ended format used on its own, did produce 
responses from about 90% of the students. It should be noted, as reported in chapter 
three, when it is used after a Likert scale the response rate of the open ended section 
drops to about 31%. Within limitations the open ended forms are useful. There are 
problems interpreting the findings but these can be overcome. Comments about 
‘human related factors,’ for instance, can be expected to be favourable with students 
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reluctant to say anything unpleasant about the people involved in the running of a 
course. This means evaluations need to take into account student biases.  
 
The study by Diamond (1972) evaluates a new course using an open ended format, 
but a number of things are not taken into account, which this thesis suggests are 
important. Firstly, he does not provided details about how many of the hundred and 
four students made comments. He reports that a high percentage were favourable, 
but not whether 20 % or 80% of the total sample responded. As mentioned in this 
thesis the response rate is very important. The second point is that most of the 
responses were favourable. This would be expected to happen. What is interested is 
the fact that 25% dropped out of the course. The reason they gave was that too much 
work was required. Arguably the amount of work involved could be considered to be 
a ‘hygiene factor’ as the term is used in this thesis. It is a broad definition which 
really covers factors which are not ‘human related’. According to the student survey 
reported in chapter nine of this thesis, students would rather be negative about 
hygiene factors than a ‘human related’ one. It is a major weakness of the evaluation 
for one could assume those who gave up the course were providing a socially 
desirable reason for leaving. If the ‘real reason’ was something other than the work 
load, for example they disliked the presenter then Diamond’s evaluation could have 
been very misleading. In Diamond’s study there should have been a far more careful 
interpretation of the results of the open ended evaluation. 
 
The more recent study, carried out by Gomez et al (2004) is another  example of a 
poor choice of evaluation method when the aim was to evaluate a new course. They 
used the final examination as an evaluation measure. This gives students no 
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opportunity to provide feedback about what they thought of the work placement 
experience. Final test evaluations are something advocated by other researchers such 
as Maynard et al (2002). An open ended evaluation would have been far more 
informative. It is an example of course managers failing to link the educational 
process with the evaluation style. The findings of this thesis would suggest Gomez 
would have been better to us Likert scales for comparative purposed but they would 
need to be interspersed with open ended scales, probably in a directional probing 
format. 
 
Using evaluations to probe for more information: 
Those who run courses often want to know why students fill in structured evaluation 
forms the way they do. In chapter nine directional probing open ended sections were 
used. Evaluation can be gathered in two stages. First, the participants fill in a 
structured scale, and secondly they complete a directional or probing open ended 
section which asks why they answered in the way they did on the structured scale. 
Evaluations used in this way are helpful when a course is being reviewed. For 
example, if a course is seen to be unpopular a Likert scale will confirm this but it 
will not reveal why the course is not popular. We know from the evidence in chapter 
three using a simple open ended questionnaire after a structured one produces only 
about 31% responses. If a directional open ended probing question is placed 
immediate after a Likert structured question, there is more likely (about 95%) to be a 
response. Asking specifically why someone answers the previous question does tend 
to produce responses as was illustrated in chapter nine. Use of a directional open 
ended questions seems to produce a high response rate. It does not get over the 
criticisms that people are reluctant to be negative about ‘human related factors’ when 
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they use open ended forms. A careful choice of questions is probably the way to get 
round this. This approach is useful for looking at a particular aspect of a course. It is 
a way of finding out why things are going wrong or going well. Identifying critical 
ingredients and learning more from students makes course development possible.  
 
This use of directional open ended evaluations as a means of educational 
development is a useful form of evaluation. They become an educational tool, which 
is an integral part of a programme. This format puts evaluations into a new sphere. It 
becomes a method of probing in order to seek explanations. Another way of doing 
this, would be to interview the student, however this would be time consuming and 
impractical in many circumstances when a large number of students are involved. As 
was stated at the very beginning of this thesis the interview method was not included 
in the investigation as it requires the evaluator to be specially trained. For most 
trainers and lecturers this would not be practicable. On the evidence from chapter 
nine, directional open ended evaluations experience a high response rate, and thus 
results may have some validity. 
 
To determine whether a course produces a change in behaviour:  
An aim of many courses is to change the student’s behaviour or teach a new skill . In 
chapters four and five the weakness of activity measures as a means of doing this 
was highlighted. The idea of linking course content to activity measures is too 
simple. There are all sorts of reasons for including things in courses. They may bear 
no relation to their significance with later activities. Activity measures are an 
indicator of what the person chooses to do. They do not give any indication as to 
why they have done it. In chapters four and five it was suggested the reason for a 
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student doing something was more to do with how easy it was for them than a 
reflection of how good a relevant part of the course was. There are lots of other 
reasons why people will select to do one activity, rather than another.  
 
In some respects using activity measures as a means of evaluation is similar to using 
student performance in an exam as a measure. The student answer may reflect 
question spotting ability but tell little about the course. This is very true of the 
Gomez et al (2004) study where they tried to show the effect of adding a work 
placement to a course by using examination test results. They found students who 
had been on work placement got better marks, than those who had not. The measure 
of exam results does not test for the skills learned on the work placement. The work 
placement was seen to be successful as a result of a completely unrelated measure. It 
would have been better evaluated if skills gained during the placement were tested 
directly.  
 
Changes in behaviour can be evaluated if the various factors such as effort, 
motivation and the students personal preferences are taken into account. This can be 
done if questions in the evaluation look at things like student preferences, and tasks 
are weighted objectively and probably independently for the effort required. The fact 
trainers are often far removed from the workplace presents problems for them in 
assessing workplace characteristics. In the study reported in chapter five this 
researcher was familiar with the workplace, being both a teacher and child abuse co-
ordinator. The findings on activity measures reported here do emphasise the need for 
some link between trainer and workplace.  
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Evaluating ‘hygiene factors’ such as the library, visual aids etc: 
Hygiene factors have been shown, in this thesis, to be difficult to evaluate. If a Likert 
scale is used, and some aspect of the course such as the presenter is liked, then a 
‘halo effect’ may occur. This means, answers about the library or other facilities will 
reflect the view of the presenter, rather than the real merits of the ‘hygiene factors’. 
If an open ended format is used then, as reported in chapter nine, students may tend 
to take out their misery on facilities which they do not perceive as personal. It is 
likely an evaluation of ‘hygiene factors’ will be unfavourable. This is important 
when designing and interpreting an evaluation form. There is a  further problem 
which the researcher has noticed, when reading numerous evaluation forms. A single 
bad experience can dominate a student’s view of a facility. For example, failure to 
find a particular book in the library can, for many students, result in the library being 
given a negative report on an evaluation. A possible solution may be to evaluate each 
facility in isolation. If this was to be followed by a directional open ended section 
after each factor, it is likely individual complaints could be identified. Another 
difficulty facing this type of evaluation is the student may have nothing to compare 
the library with. On many courses they may be able to compare two or more 
presenters. There is probably only one library in a college. This is probably where 
hotel evaluations have an advantage. They are more concerned with ‘hygiene 
factors’. Their clients will compare one hotel with another, when completing an 
evaluation form. For courses run in hotels, there would seem to be less of a problem 
over evaluating ‘hygiene factors’ than for courses run in universities or colleges. 
This aspect of evaluations is certainly one which needs to be examined in more detail 
than has been possible in the thesis. 
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Finally: 
This thesis was developed after observation by the researcher of peculiarities in 
evaluation forms. It has been suggested that a number of social influences affected 
the way in which students complete them. In some cases these are important enough 
to cast doubt on the validity of educational interpretations made of these evaluations. 
These are not reported, in many of the research texts which claim to provide details 
of strong and weak points of many evaluation methods ( for example Bryman 2001, 
Fowler 2002, Hayes 2000, Shaughnessey et al 2000 and Sommer and Sommer 
1997).  
 
In this chapter it has been stressed that the strengths and weaknesses of any form of 
evaluation are only relevant in the educational context in which it is used. The 
educational aim of an evaluation needs to be clearly establish first. This is often not 
done as the two sample studies by Diamond (1972) and Gomez et al (2004), referred 
to in this chapter, which are typical of many more, have shown. Once the aim of an 
evaluation is decided then the various factors which have been outlined in this thesis 
need to be taken into account when deciding on the format of an evaluation. It has 
been the aim of this final chapter to review briefly the links between educational 
reasons for evaluating and the methods employed to achieve those aims. 
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APPENDIX FOR CHAPTER TWO 
OUTLINE OF CHILD ABUSE TRAINING INITIATIVE AND 
TEACHING SKILLS COURSES 
 
The characteristics of these two  courses will be outlined in this appendix as far as 
they are relevant to understanding and interpreting data described in the studies 
reported in chapters two, four and five of this thesis.  
Identifying training needs: 
In the design of both courses the view of Everard and Morris (1990) that the early 
involvement of a sample of the participants indicated the value placed on their views 
was taken into account. This was further justified with reference to Dalziel (1991) 
who refers to the importance of identifying local needs within a wider context when 
designing any training programme.  He provides a simple definition of a training 
need as 'a gap between skills and knowledge and what workers will require in order 
to be effective in future.'   
The needs identification process for the child abuse course: 
The first stage of developing CATI involved open ended question interviews with 18 
potential participants.  The second stage required the development of a short 
questionnaire which incorporated the major concerns and needs identified by the 
interview sample, as well as the requirements of the Local Education Authority 
procedures based on Circular 4/88 (1988) and Working Together (DHSS 1988).  The 
questionnaire was completed by a different, selected representative sample of 23 of 
the potential participants. Adams and Maynard (2000) have subsequently published 
their research into identifying training needs. They advocate a similar approach in an 
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alternative format of focus groups as being a good means of gaining an insight into 
what is required. 
Results of the interviews: 
These are listed below in summary form, to avoid repetition, as they will be 
explained in more detail in the section concerning the questionnaire which was 
created on the basis of the interview findings. The findings essentially indicated five 
main categories of input were needed: 
1. Any work centred on the child or parents 
2. Legal requirements for teachers dealing with child abuse. 
3. Management tasks and role expectations. 
4. Interactions with the community and other agencies. 
5. Basic knowledge about signs and symptoms of abuse. 
Design of  Pre-course needs questionnaire: 
The questionnaire was compiled to include skill improvement for co-ordinators and 
staff ; knowledge about child abuse and procedures and the final section suggested 
management issues to be addressed.  
RESULTS 
In table 1 the items are in rank order of the importance participants gave them. The 
items listed were grouped thematically by the researchers into five categories, to 
facilitate quantitative data analysis. The procedure adopted was identical to that 
described in more detail in chapter two where a  thematic categorisation of the open 
ended evaluations was used.  The five categories are:- 
1. any work centred on the child or parents (items 1,2,11,12,13,22) 
2. legal requirements for teachers dealing with child abuse (items 9,10,19) 
3. management tasks and role expectations (items 8,15,17,18,20,25) 
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4. interactions with the community and other agencies (items 7,16,21,23,24) 
5. basic knowledge about signs and symptoms of abuse (items 3,4,5,6) 
Table 1 
Show the rank ordered importance teachers gave to each item suggested for inclusion in the 
Child Abuse Training Initiative (N=23) 
Items for Inclusion Mean score 
1. knowledge of how to respond to the child on 
disclosure/discovery of abuse 
5.0 
2. Knowledge of how to respond to the child during and 
after procedures 
4.957 
3. Recognition of signs and symptoms of sexual abuse 4.913 
4. Recognition of signs and symptoms of physical abuse 4.870 
5. Recognition of signs and symptoms of emotional 
abuse 
4.826 
6. recognition of signs and symptoms of neglect 4.783 
7.Find out more about setting up supportive networks 
between teachers and agency workers 
4.652 
8. Establishing structures for referrals within school 4.565 
9. Improve the school’s response to child abuse issues 4.565 
10. Knowledge of the local Authority Child Protection  
procedures 
4.522 
11. Appreciation of some of the emotions surrounding 
abuse, for both teachers and pupils 
4.478 
12. identify support skills for the teacher to use with 
abused 
4.478 
13. Identify approaches for relating to parents of children 
who have been abused 
4.478 
14. Identify support skills to help teachers dealing with 
abused pupils 
4.435 
15. Establishing boundaries for confidentiality within 
individual establishments 
4.304 
16. Finding out more about working in the multi 
professional context 
4.217 
17. Finding out more about the teacher’s role in Case 
Conferences 
4.217 
18. Finding out more about strategies which can be used 
in school to prevent abuse 
4.00 
19. Finding out more about Child Care Law 4.00 
20. Finding out more about setting up supportive 
networks between teachers 
3.957 
21. Finding out more about strategies which can be used 
to prevent abuse in the home 
3.826 
22. Finding out more about strategies which can be used 
to prevent abuse in the classroom 
3.609 
23.Finding out more about strategies which can be used 
to prevent abuse in the community 
3.565 
24. Assisting the school to promote awareness of child 
abuse in the local community 
3.565 
25. Finding out more about setting up supportive 
networks between schools 
3.174 
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The means for groups of questions in each category were calculated to produce the 
rank order shown below.  A paired ‘t’ test was carried out between pairs within the 
rank order, followed by paired ‘t’ tests between alternate pairs.  The tests were 
performed in order to indicate any significant difference between rank ordered pairs. 
Table 2 
Which examines the importance teachers gave to categories of questions suggested 
for inclusion in the child Abuse Training Initiative (N=23) 
Category Mean 
score 
Sd Pairs t p 
5 Basic knowledge 
about signs and 
symptoms 
4.847 0.375 5&1 
5&2 
1.91 
3.82 
0.06 
0.01 
1 Any work centred 
on the child or parents 
4.62 0.454 1&2 
1&3 
1.95 
3.99 
0.06 
0.00 
2 Legal requirements 
for teachers dealing 
with child abuse 
4.260 0.689 2&3 
2&4 
0.66 
2.03 
0.52 
0.05 
 
3 Management tasks 
and role expectations 
4.141 0.696 3&4 1.88 0.06 
4 Interactions with the 
community and 
agencies 
3.877 0.740    
 
As a result of findings from the needs evaluations, all the items in the questionnaire 
were included in the course content. 
Final structure of the child abuse training initiative course (CATI): 
Basic issues concerning principles and theories of learning were also taken into 
account. For instance, it was necessary to take into account the two routes to attitude 
change,  identified by Petty and Cacioppo (1986). The central route involves the 
participants in a systematic evaluation of the message and takes considerable time 
and effort. They consider the content of the message and compare it  with previous 
knowledge, debate, recheck and finally a conclusion may be reached. Sometimes 
individuals are unable or not motivated to think through the detail of the content. On 
these occasions, according to Chaiken (1980), they might base their thinking on 
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some peripheral aspect such as the presenter’s credibility or other non content cues. 
She  called this heuristic processing. The modules within the training programme 
were designed to allow each participant to undergo attitude change along both a 
central and a peripheral route. 
Learning Outcomes: 
It was planned by the end of days one and two for the participants to have: 
• explored the advantages and disadvantages of referring a child who it is  
          suspected may have been abused. 
• clarified procedures and created guidelines for their own schools 
• considered the interagency issues arising from the above. 
Table 3 
DAY ONE (Days one and two were delivered on two consecutive days). 
Module           Aims Stage of group 
development and 
needs addressed 
Techniques 
used 
Introduction   set aims, roles 
and boundaries 
Forming mini lecture 
A. To balance doubts when 
making referrals against the 
possible positive outcomes 
Storming, forming, 
norming 
Q1 + Q5 
Comment 
brainstorming 
small groups 
summary to aid 
confidence 
B. To clarify procedure and 
create guidelines for each 
staffroom 
Norming, low level 
performing 
Q2 + Q3 
paired ‘test’ 
small groups 
create guide 
C. To  address one issue 
arising after referral 
Norming, high 
level performing 
Q2 + Q3 
small group 
problem solving 
D. To reflect on working 
practices and address a second 
issue arising from discussion 
Norming, low level 
performing 
Q2+Q3+Q4 
Comment 
large group role 
play. Small 
group discussion 
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Table 4 
DAY TWO 
Module                 Aims Stage of group 
development and 
needs addressed 
Techniques 
used 
A. To clarify roles Reforming, 
performing 
Q2+Q3+Q4 
Handout to read. 
Jigsaw 
discussion 
B.  To clarify other agency 
roles after referral 
Storming 
Q4 
Comment 
Panel 
presentation 
C. To address a third issue 
arising from discussion 
Norming, low level 
performing 
Q3 
Comment 
Small group 
discussions, 
document 
creation 
D.  To create action plans and 
identify future needs 
Low level 
storming, 
performing 
Q3 
Paired 
discussions. 
Large group 
summary 
 
Needs identification for day three of CATI: 
At the end of days one and two of some of the early courses a simple needs 
questionnaire  was given to 107 participants who had attended the first two days of 
the course in order to design day three which was to be administered some time later. 
The items and the order of importance is given in table 5. 
Table 5 
Table showing sample ranking of proposed topics to be included in day three. 
(N=107) 
Proposed topics to be ranked Means of ranked scores. 
Low score is the most 
important to 
participants. Standard 
deviations in brackets 
A. Child protection as an integral part of 
the school ethos 
4.07 (1.14) 
B. Support systems for staff, child and 
family 
3.90 (0.92) 
C. Specific age/ability issues, ie Primary, 
secondary school, post 16 
2.20(1.30) 
D. Inset planning for colleagues,-Child 
abuse issues 
2.79 (1.30) 
E.  Cultural and/or gender issues 
surrounding child abuse 
1.79 (1.04) 
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Learning Outcomes: 
It was intended by the end of day three the participants would have: 
• explored the content and implications of the Children’s Act 
• become familiar with the material available through the curriculum to help  
          protect children. 
• become aware of the support available to teachers. 
 
Table 6 outlines the programme for day three of the course. 
 
 
Table 6 
DAY THREE 
Module      Aims Stage of group 
development and 
needs addressed 
Techniques 
used 
A. To review progress after 
days one and two 
Forming Paired 
discussion. 
Whole group 
discussion 
B. To outline the Children’s 
Act and its implications 
Forming 
Q1+Q2 
Lecture 
C.  To evaluate ways of 
protecting children through the 
curriculum 
Norming low level 
performing 
Q1+Q3 
Visitor 
presentation 
paired or group 
discussions 
D.  To address the issue of 
support for self and staff 
Norming and 
performing 
Q3 
Comment 
Small groups 
 
Having designed the course to be run over three days it was comforting to discover 
subsequently when writing this thesis the length of the course was about right. 
Giardino, Brayden, and Sugarman (1998) in a large scale survey of pediatricians in 
the US surveyed the child sexual abuse training programme in 147 faculties and 
found the participants considered the  ideal length was between 19 and 23 hours. 
Although done with a different sample group, so the course would not be totally 
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comparable, the finding  does  provide some support for the decision to run CATI for  
three days. 
 
Needs identification for the postgraduate teaching skills course: 
The university decided that all post graduates and research assistants should be 
taught basic teaching skills, in order to tutor undergraduates in their various subject 
areas. In order to design the courses the researcher interviewed members of teaching 
staff in each department about the teaching  requirements of the  post graduates. In 
addition the researcher observed various teaching situations and complied a list of 
required skills and items of knowledge and had acted as a tutor herself over a period 
of time. 
 
Course content: 
Details of the course contents for days one, two and three are included in tables 
7,8,and 9 respectively. 
Table 7 
Elements of the postgraduate teaching skills course: 
DAY ONE 
Module Aims Techniques 
used 
Introduction Aims of course Lecture 
Design of tutorial To try out methods of getting 
students to work together 
Small groups 
Knowing about 
students and 
procedures 
To outline the differences between 
students, and procedures and 
facilities the university offers 
Lecture 
One to one To show the importance of 
feedback for tutors 
Lecture 
Giving 
instructions 
To demonstrate the importance of 
feedback 
Groups of two 
role play 
How to ask 
questions 
To outline different ways to 
question students and get feedback 
Lecture 
Presentation To provide an opportunity for half 
of the group to give presentations 
and have their mistakes corrected 
Student to the 
group 
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Table 8 
Elements of the postgraduate teaching skills course: 
DAY TWO 
Module Aims Techniques 
used 
Recap To show use of recap as a teaching 
technique 
Lecture 
Jig saw Making each person work at 
discussion of student motivation 
Groups of 
three 
Design a tutorial To outline procedures used in a 
number of tutorial designs 
Lecture 
Use of all types of 
audio-visual aids 
To use audio visual aids Lecture 
Presentations Opportunity for the 2nd half of the 
group to give presentations and 
have their mistakes corrected 
Student to the 
group 
Planning a 
presentation 
To outline the need for structure in 
a presentation, and provide ideas of 
how to do this in the second 
presentation to be completed in 
session three of the course. 
Lecture 
 
Table 9 
Elements of the postgraduate teaching skills course: 
DAY THREE 
Module Aims Techniques 
used 
Discipline 
problems 
How to deal with poor behaviour 
and discipline problems 
Group 
discussion 
Evaluation of 
lecturer behaviour 
To outline ideal models of tutor 
behaviour 
Lecture 
Assessment To show alternative assessment 
methods 
Lecture 
Presentations Opportunity for the all members of 
the group to give their 2nd 
presentation and have their 
mistakes corrected 
Student to the 
group 
 
Learning Outcomes: 
It was intended by the end of the teaching skills course the participants would have: 
• shared key issues involved with teaching undergraduates. 
• learned how to make presentations interactive. 
• acquired skills which enable them to encourage students to learn actively. 
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APPENDIX FOR CHAPTER THREE 
Undergraduate Evaluation, Version one 
For each of the statements below please mark with an X the position on the scale which best 
indicates your view. 
 Does not 
apply 
Strongly 
disagree 
Disagree Neutral Agree Strongly 
disagree 
1. The module has helped 
me think critically 
      
2. The module has given 
me a good understanding 
of the subject 
      
3. the module has 
developed my interest in 
the subject 
      
4. The way the module 
was delivered has 
encouraged me to 
participate 
      
5. The library has the 
books and resources I 
need for this module 
      
6. The teaching rooms for 
this module were fit for 
their purpose 
      
7. Projectors, boards and 
screens were adequate for 
this module 
      
8. The computing 
facilities I needed for this 
module were satisfactory 
      
9. The lecturer was well 
prepared 
      
10. The lecturer 
communicated clearly and 
effectively 
      
11. The lecturer was 
enthusiastic about the 
subject 
      
12. The lecturer was a 
good teacher 
      
What did you like about this module? 
 
How could this module best be improved? 
 
 
 
Note Size of text and spacing reduced from actual version used in study for all three 
samples in the appendix.. 
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Undergraduate Evaluation, Version two 
What did you like about this module? 
 
How could this module best be improved? 
 
 
 
For each of the statements below please mark with an X the position on the scale which best 
indicates your view. 
 Does not 
apply 
Strongly 
disagree 
Disagree Neutral Agree Strongly 
disagree 
1. The module has helped 
me think critically 
      
2. The module has given 
me a good understanding 
of the subject 
      
3. the module has 
developed my interest in 
the subject 
      
4. The way the module 
was delivered has 
encouraged me to 
participate 
      
5. The library has the 
books and resources I 
need for this module 
      
6. The teaching rooms for 
this module were fit for 
their purpose 
      
7. Projectors, boards and 
screens were adequate for 
this module 
      
8. The computing 
facilities I needed for this 
module were satisfactory 
      
9. The lecturer was well 
prepared 
      
10. The lecturer 
communicated clearly and 
effectively 
      
11. The lecturer was 
enthusiastic about the 
subject 
      
12. The lecturer was a 
good teacher 
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Undergraduate Evaluation, Version three 
For each of the statements below please mark with an X the position on the scale which best indicates your view. 
 Does 
not 
apply 
Strongly 
disagree 
Disagre
e 
Neutra
l 
Agree Strongly 
disagree 
1. The module has helped me 
think critically 
      
2. The module has given me a 
good understanding of the 
subject 
      
3. the module has developed my 
interest in the subject 
      
4. The way the module was 
delivered has encouraged me to 
participate 
      
What did you like about this module? 
 
How could this module best be improved? 
 
 
5. The library has the books and 
resources I need for this module 
      
6. The teaching rooms for this 
module were fit for their 
purpose 
      
7. Projectors, boards and 
screens were adequate for this 
module 
      
8. The computing facilities I 
needed for this module were 
satisfactory 
      
What did you like about this module? 
 
How could this module best be improved? 
 
 
9. The lecturer was well 
prepared 
      
10. The lecturer communicated 
clearly and effectively 
      
11. The lecturer was 
enthusiastic about the subject 
      
12. The lecturer was a good 
teacher 
      
What did you like about this module? 
 
How could this module best be improved? 
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APPENDIX FOR CHAPTER FOUR 
QUESTIONNAIRE SENT OUT THREE MONTHS AFTER CATI 
Please tick to indicate: 
 
The area your school is in (the locations were given on the actual form) 
 
  `    
         
The type of school 
NURSERY INFANT JUNIOR PRIMARY SPECIAL
 SECONDARY COLLEGE 
               
_________________________________________________________________________ 
 
(1) Has the Child Abuse Training Initiative enhanced your knowledge and 
 understanding of the Authority’s procedure for referral of suspected/alleged abuse 
 cases? 
 
 a great deal    
 a little    
 not at all    
_________________________________________________________________________ 
 
(2) As a result of the training are you any more confident in dealing with issues related 
 to Child Abuse? 
 
 a lot more    
 a little more    
 no change    
 less    
 
(3) Has your School’s working relationship with other agencies/groups been enhanced 
 since attendance on the C.A.T.I. courses? 
 
 Improved   
 Remained the same   
 Worsened   
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4 Please tick the boxes for any of the listed activities, planned or undertaken in your 
 school since attending the C.A.T.I. courses. 
 
a. Locating relevant documents          
  b. Distributing documents to staff    
 c. Dissemination of information about the course to staff   
 d. Informing non-teaching staff about procedures    
e. Improving record keeping/storage              
f. Arranging a whole-staff meeting to address some child abuse/protection issues   
g. Arranging a meeting for a few staff to address child abuse/protection issues    
h. Planning a half/part day INSET to focus on child abuse/protection                 
i. Planning a full day INSET to focus on child abuse/ protection                                   
 
j. Preparing an internal procedure/guidelines document for staff use                               
k. Purchasing relevant resources for staff and/or pupil use                            
   
l. Other (please specify)_____________________________________ 
_______________________________________________________ 
 
________________________________________________________________________ 
 
(5)In order to help the authority with its future planning of support for child 
protection work, please consider your future needs and rank the suggestions 
accordingly, i.e. 1-6 (the most important to the least important). 
 
Free loan videos       
Free loan books/training packs    
An accessible consultant/counsellor                 
Regular information updates sent to all schools   
Refresher courses for co-ordinators    
Experienced providers on the subject for schools INSET   
 Any other (please 
specify)___________________________________ 
________________________________________________________ 
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APPENDIX FOR CHAPTERS FIVE AND SIX 
 
QUESTIONNAIRE SENT OUT THREE YEARS AFTER CATI 
SECTION 1 
Please circle the LEA area your school is in: 
(the locations were given on the actual form) 
Please circle the type of school: 
NURSERY: INFANT: PRIMARY: JUNIOR: MIDDLE: SECONDARY: SPECIAL: 
SIXTH FORM/TERTIARY 
 
Please circle the term/s which define your position in the school: 
 
HEADTEACHER: DEPUTY HEAD: NAMED CO-ORDINATOR 
 
OTHER – PLEASE 
SPECIFY………………………………………………………………… 
 
Have you attended any of the Nottinghamshire Child Abuse Training Initiative 
courses for named co-ordinators which have taken place since 1989? 
  YES/NO (please indicate)  If YES in which 
year………………………….. 
 
SECTION 2 
 
Please tick the boxes which indicate any of the following which have taken place in 
your school during the last year/three years: 
 
  1 yr 3 yrs 
Whole day INSET on child abuse By an internal 
presenter 
  
 By an external 
presenter 
  
Half day INSET on child abuse By an internal 
presenter 
  
 By an external 
presenter 
  
Single session INSET on child 
abuse 
By an internal 
presenter 
  
 By an external 
presenter 
  
Staff meeting exclusively about 
child abuse 
By an internal 
presenter 
  
 By an external 
presenter 
  
 1 yr 3 yrs 
A revision of the school’s guidelines on dealing 
with suspected cases 
  
Borrowing the child abuse/protection resources held   
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by LEA professional centre in the North and City 
Attendance by any member of staff at a course 
concerning child abuse/protection out of school, but 
during school hours 
  
 
 
How many staff in your school are authorised internally to make referrals to Social 
   
Services regarding suspected abuse cases? 
 
How many referrals regarding suspected or actual abuse have been made to Social 
Services by your school during the last complete term?  Please tick the appropriate 
number. 
 
     
None  
1-3  
4-6  
More than 6  
 
Please tick any of the following from which materials are regularly included 
anywhere in the curriculum in your school 
Teenscape  
Stranger Danger  
Kidscape  
Assertiveness training  
How to deal with harrassment  
Where to go for help ie. 
Childline/Base 51 
Other – please specify_____________________________________________ 
  
 ____________________________________________________ 
 
If no recent training for child protection/suspected abuse has taken place in your 
school, which of the following are the reasons?  Please number in priority starting 
with number 1 as the most important. 
Financial constraints  
Other more urgent priorities  
Staff cutbacks  
No suitable courses/resources  
Unable to find someone to deliver it on 
the dates required 
 
 
Other – please specify ________________________________________________ 
___________________________________________________________________ 
SECTION 3 
If you have attended any of the Child Abuse Training Courses for Co-ordinators, 
please complete this section. 
If you did not attend the above course, please go straight to Section 4. 
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Day 1 No help A little 
help 
Very 
helpful 
Extremely 
helpful 
Module a – Referral: 
reservations and possible 
outcomes 
    
Module B – Taking action: 
dealing with disclosure and 
formulating guidelines 
    
Module C – After referral: 
dealing with parents and the 
pupil 
    
Module D – Communicating 
and recording 
    
 
Day 2 No help A little 
help 
Very 
helpful 
Extremely 
helpful 
Module E – Working together 
a case conference 
    
Module F – The role of Social 
services after referral 
    
Module G – Staff support, the 
needs and possibilities 
    
Module H – What next? Short 
term and longer term 
    
 
Day 3 No help A little 
help 
Very 
helpful 
Extremely 
helpful 
Module a – Review of 
progress 
    
Module B – The Child Act 
summarised 
    
Module C – Child protection 
as an integral part of the 
school ethos 
    
Module D – An examination 
of curriculum/training 
resources available 
    
Module E – Future 
development and needs of both 
staff and schools 
    
 
In the light of your experience since the CATI courses, is there any one topic you 
would have liked to be included, which was not?  If there is, please specify: 
______________________  
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SECTION 4 
Please indicate on the scale how you feel about each of the statements below: 
 Strongly 
agree 
Agree Disagree Strongly 
disagree 
A teachers job is to teach and not 
to act as a social worker 
    
I feel that regular contact with 
parents is a very important factor 
in a child’s progress and well 
being at school 
    
Child abuse referrals are given too 
high a priority in this school 
    
I know what is required of me 
when dealing with a child who 
has or may have been abused 
    
I have a legal and professional 
obligation to refer suspected 
abuse to my co-ordinator or 
Social Services 
    
I feel our school has a useful set 
of internal guidelines for dealing 
with suspected child abuse 
    
I am happy with the level of staff 
training for child protection which 
takes place in this school 
    
I feel there is enough support 
from Social services when a 
suspected case is referred 
    
I feel confident when dealing with 
suspected or actual abuse cases in 
school 
    
If a child is not presenting any 
problems, suspected abuse is 
better ignored 
    
There is a support system in our 
school for staff who deal with 
child abuse cases 
    
There is regular involvement with 
agencies other than Social 
services when we have suspected 
or proven abuse cases 
    
I feel more comfortable than 
before I went on the training 
course for Child Abuse 
Management when referring 
suspected or proven cases to 
Social Services 
    
The percentage of our curriculum 
which deals with child protection 
issues is sufficient 
    
Our curriculum which deals with 
child protection issues is suitable 
for all ages and abilities 
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QUESTIONNAIRE FOR RELATIVELY NEWLY QUALIFIED 
TEACHERS 
 
1. Gender        M/F     (please delete as appropriate) 
 
2. Length of service as a qualified teacher.        Yrs…………mths………. 
3. Please give details of any posts of responsibility you hold……… 
 
4. Please tick type of school you work in: 
NURSERY SCHOOL: 
INFANT SCHOOL WITH A NURSERY UNIT: 
INFANT SCHOOL: 
JUNIOR SCHOOL: 
PRIMRY SCHOOL: 
SECONDARY SCHOOL WITHOUT SIXTH FORM: 
SECONDARY SCHOOL WITH SIXTH FORM: 
SPECIAL SCHOOL. 
 
5. Type of area the school serves, (please tick) 
RURAL 
TOWN 
URBAN 
INNER CITY 
 
6. Are you the named co-ordinator for child abuse/protection in your school    YES/NO 
(Please delete as appropriate) 
 
7. Looking back to your teacher training, did you have any sessions specifically about 
 child abuse?     YES/NO 
 
 If the response to 7 is YES please answer the following questions, if NO go to 
 question 10. 
 
8. Were the sessions compulsory?  YES/NO 
 
9. If YES, how long did that training last?   
 
 ONE HOUR: A HALF DAY: ONE DAY: MORE THAN A DAY 
 
10. How many schools have you taught in since becoming a qualified teacher? 
 
11. How many INSET sessions or Staff meetings have you attended, which included 
training about child abuse/protection, since you began teaching as a paid member of staff? 
 
12. How long, in total, have the sessions in Q11 lasted: 
 
ONE HOUR: A HALF DAY: ONE DAY: MORE THAN A DAY 
 
13. Have you taken part in any courses about child abuse/protection run by any 
 organisations other than the school, since you qualified.    YES/NO 
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14. If YES to Q13, how long did the course/s run? 
 
 ONE HOUR: A HALF DAY: ONE DAY: MORE THAN A DAY 
For questions 15-27 please indicate on the four point scale how you feel about each 
statement in turn. 
 Strongly 
agree 
Agree Disagree Strongly 
disagree 
15. I know who the named co-
ordinator for child protection 
is in my school 
    
16. A teacher’s job is to teach, 
not act as a social worker 
    
17. I feel confident that I 
would recognise the signs that 
a child may be suffering abuse 
    
18. Child abuse referrals are 
given too high a priority in my 
school 
    
19. I know what is required of 
me when dealing with a child 
who has, or may have been 
abused 
    
20. I have a legal and 
professional obligation to refer 
suspected abuse to my co-
ordinator 
    
21. I feel my school has a 
useful set of guidelines for 
staff to follow when dealing 
with suspected abuse 
    
22. I am happy with the level 
of staff training for child 
protection which takes place in 
my school 
    
23. I know the signs and 
symptoms for all categories of 
abuse 
    
24. I feel that regular contact 
with parents is very important 
for a child’s progress and well 
being at school 
    
25. If a child is not presenting 
any problems, suspected abuse 
is better ignored 
    
26. I would feel more 
confident if I could go on a 
training course for Child 
Protection 
    
27. The % of our curriculum 
which deals with child 
protection is sufficient 
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APPENDIX FOR CHAPTER NINE 
STUDENT EVALUATION QUESTIONNAIRE 
Note: The size of text in this questionnaire has been reduced to fit the pages of this thesis. 
Thank you for helping with my research project by completing this questionnaire. 
Before Christmas you completed a number of evaluations forms which gave you a chance to 
provide feedback as to what you thought about the modules. As part of my research I would 
like to ask you a number of questions about how you filled in those evaluation forms. 
Please complete the following: 
 
1. Year of study:          ONE        TWO          THREE      (delete as appropriate) 
 
2. Are you:                 MALE             FEMALE  (delete as appropriate) 
 
3. How old are you?   …………….…  yrs  
 
4. On the first page of the evaluation form you were given a number of statements and were 
asked to fill in a series of scales. Go through each of the statements below and indicate by 
ticking the appropriate box how important each statement is to you, when you evaluate a 
course.  
Statement Extremely
important 
 
Moderately
important 
Neutral Not  
important 
Not at all  
important 
The module has helped me to think  
Critically 
     
The module has given me a good  
Understanding of the subject 
     
The module has developed my interest in 
the subject 
     
The module was well organised 
 
     
The way the module is delivered has  
Encouraged me to participate 
     
I have learned a lot from this module      
Support teaching eg tutorials/labs etc  
supplemented the lectures 
     
The library has the books and resources  
I needed for this module 
     
I was able to get help in the library when I
Needed it 
     
The teaching rooms for this module were 
Fit for their purpose 
     
Projectors, boards and screens were 
Adequate for this module 
     
The computing facilities I needed for this 
Module were satisfactory 
     
The lecturer was well prepared 
 
     
The lecturer communicated clearly and  
Effectively 
     
The lecturer was enthusiastic about the 
Subject 
     
The lecturer used helpful teaching aids 
 
     
The lecturer was a good teacher 
 
     
The lecturer could be contacted for advice
By arrangement 
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5. Did you make any written comments on the back of the form for any of the modules you 
took?                                                  YES   NO    (delete as appropriate) 
 
If YES continue with questions 6, 7, and 8 
If NO go on to question 9 
 
6. Were the comments you made (please tick as appropriate)  
a. MAINLY FAVOURABLE ABOUT THE MODULE…………… 
b. MAINLY UNFAVOURABLE ABOUT THE MODULE……… 
c. A MIXTURE                                                                    ……….. 
 
7. Briefly explain why you completed the open ended section at the end of the form 
 
 
 
8. Were you allowed enough time to make the comments you wanted to?  
 
NO         YES      MORE TIME NEEDED          (delete as appropriate) 
 
If YES go on to question 10. 
 
 
9. Can you tell me why you did not complete the open ended section on the back of the 
evaluation form? Please indicate in order of importance your reasons in the box below.  
 
 Put the rank  
order in this  
column  
starting with  
1 then 2 and so on 
I felt I had said all there was to say in the forced choice questions
 
 
No time to complete it 
 
 
Could not be bothered to complete it 
 
 
I felt uncomfortable making written comments 
 
 
I did not know enough about the content of the course to make 
judgements  about it 
 
 
Please continue with question 10 on next page 
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10. When you have to comment on a lecturer or tutor, who is not good, how comfortable 
are you about making a negative comment? Circle the one which expresses your feelings on 
the scale below: 
 
Very 
Comfortable 
comfortable neutral Not 
Comfortable 
Very 
uncomfortable 
 
Please explain why you feel like this: 
 
 
 
11. When you have to comment about things like the  room, library, visual aids, Learn 
Server etc, which is not good, how comfortable are you about making a negative comment? 
Circle the one which expresses your feelings on the scale below: 
 
Very 
Comfortable 
comfortable neutral Not 
Comfortable 
Very 
uncomfortable 
Please explain why you feel like this: 
 
 
 
12. When making complimentary comments about a course which things do you feel most 
the need to comment on. Rank in order of importance, in the box below. 
 
Aspect of the course Put the rank  
order in this  
column  
starting with 1  
then 2 and so on 
The presenter/lecturer 
 
 
Other students efforts 
 
 
Course materials, audio visual aids, handouts etc  
Library facilities 
 
 
Teaching rooms 
 
 
Your participation 
 
 
The Learn Server 
 
 
The content of the course 
 
 
The enjoyment of the course 
 
 
Please turn over page 
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13. When making negative comments about a course which things do you feel most the 
need to comment on. Rank in order of importance in the box below. 
 
Aspect of the course Put the rank  
order in this  
column  
starting with 1  
then 2 and so on 
The presenter/lecturer 
 
 
Other students efforts 
 
 
Course materials, audio visual aids, handouts 
etc 
 
Library facilities 
 
 
Teaching rooms 
 
 
Your participation 
 
 
The Learn Server 
 
 
The content of the course 
 
 
The enjoyment of the course 
 
 
 
Thank you completing this questionnaire.  
Jenny Darby 
 
 276
APPENDIX FOR CHAPTER TEN 
 
PET RELATIONSHIP QUESTIONNAIRE 
 
 (Note the actual questionnaire used did not contain the section subheadings eg 
attachment, anthropomorphism and imaging. Similarly it did not contain the 
numbered scoring code below each response category) 
Please complete your answers to the following questions as appropriate. 
 
1. Did/do you live in the same home as a family pet?   
   YES/NO    (If no stop here) 
 
2. How old are you …………yrs………….months…………. 
 
3. Male/female (cross out as appropriate) 
 
4. Education: (circle your answer) 
 
                                              Secondary (leave at 16 years) 
 
    Tertiary (sixth form or college of further education) 
 
After reading each of the following statements put a circle round the comment which 
most closely resembles your feelings.  
 
For example if the statement read…… 
“I like pets”  
 Most of the time/some of the time/occasionally/never 
 
……and you felt that “some of the time” you could agree with it you would put a 
circle round “some of the time” on the scale below the statement. If you “never” 
liked pets then you would put a circle round “never”. You should only put a circle 
round one reply for each question. 
 
Now please complete the questionnaire answering each question with your first 
reactions. Do not spend too long thinking about each question. 
 
ATTACHMENT QUESTIONS: 
 
5. Did you regard your pet as a friend rather than an animal? 
 Most of the time/some of the time/occasionally/never 
  4  3 2                   1 
 
6. Did you feel you received affection from that pet? 
 Most of the time/some of the time/occasionally/never 
               4       3                    2              1 
 
7.   Did you find it easier to give affection to that pet than to other  
      favoured humans e.g. a parent/best friend? 
 Most of the time/some of the time/occasionally/never 
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                   4          3 2                   1 
 
Please indicate how you feel about the following statements: 
 
1.    I feel closer to my pet than to many of my friends 
 Strongly agree/agree/disagree/strongly disagree 
  4       3 2                   1 
 
2. I like my pet because he/she accepts me no matter what I do 
 Strongly agree/agree/disagree/strongly disagree 
 4        3 2                 1 
 
3. My pet makes me feel loved 
 Strongly agree/agree/disagree/strongly disagree 
           4 3 2 1 
 
4. My pet gives me something to talk about with others: 
 Strongly agree/agree/disagree/strongly disagree 
  4 3 2 1 
 
5. I feel closer to my pet than to other family members: 
 Strongly agree/agree/disagree/strongly disagree 
  4 3 2 1 
 
6. My pet keeps me from feeling lonely: 
  Strongly agree/agree/disagree/strongly disagree 
  4 3 2 1 
 
7. My pet is more loyal than other people in my life: 
  Strongly agree/agree/disagree/strongly disagree 
  4 3 2 1 
 
8. My pet gives me something to take care of: 
 Strongly agree/agree/disagree/strongly disagree 
  4 3 2 1 
 
9. There are times when my pet is my closest companion: 
 Strongly agree/agree/disagree/strongly disagree 
  4 3 2 1 
 
10. I like my pet because it never tires of being with me: 
 Strongly agree/agree/disagree/strongly disagree 
   4  3 2 1 
 
11. No family is complete until there is a pet in the home: 
 Strongly agree/agree/disagree/strongly disagree 
  4 3 2 1 
 
ANTHROPOMORPHISM QUESTIONS 
12. Are your feelings towards people ever affected by the way that they  
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         react to your pets? 
  Always/often/occasionally/seldom/never 
     5 4 3 2 1 
 
13. How often do you take your pet along when visiting? 
 Always when possible/usually when possible/occasionally/seldom/never 
        5 4 3          2 1 
 
14. Pets should have the same rights as people: 
  Strongly agree/agree/disagree/strongly disagree 
  4              3 2         1 
 
15. Do you celebrate your pet's birthday? 
 Always/often/occasionally/seldom/never 
             5         4 3 2 1 
 
16. Do you have a picture of your pet in your wallet/purse or in the place  
          where you are living at this moment?             
 Always/often/occasionally/seldom/never 
          5          4           3          2       1 
 
17. To what extent do you feel that your pet is a part of your family? 
 Very much/quite a lot/a little/not much/not at all 
 5  4  3  2 1 
 
18. Does your pet have access to all parts of your home?    
 Always/often/occasionally/seldom/never 
             5         4 3 2 1 
 
IMAGING QUESTIONS 
19. Do you remember the exact marking on your pet when it is not there? 
 All the markings/some markings/not clearly/not at all 
                   4           3               2 1 
 
20. Do you feel emotionally close to your pet when it is not there? 
 Very close/quite close/not very close/not close at all 
       4     3        2                   1 
 
 
 
 
